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Abstract
Background
“No matter the quality of their preparation, new teachers encounter many distinct
challenges as they navigate their first months and years in the classroom” (New Teacher Center,
2015, p.1). To empower new teachers and strengthen their performance during instructional
times, as well as enhance the effectiveness of their contribution school wide, many school
districts implement induction programming. “Research demonstrates that comprehensive, multiyear induction programs accelerate the professional growth of new teachers, reduce the rate of
new teacher attrition, provide a stronger return on states’ and school districts’ investment, and
improve student learning” (New Teacher Center, 2015, p. 2)
Wong (2004) defined induction as “a system wide, coherent, comprehensive training and
support process that continues for 2 or 3 years and then seamlessly becomes part of the lifelong
professional development program of the district to keep new teachers teaching and improving
toward increasing their effectiveness“ (p.42) and identified the following components as an
integral part of successful induction programs: orientation, professional development,
collaboration, administrative support, mentoring, modeling, and observations. Some other
characteristics offered by the literature reviewed were formative assessment and instructional
feedback, reduced teaching load, release time, and new teacher seminars/workshops. Benefits of
participating in teacher induction programming, identified in the scholarly literature included
increased student achievement, teacher retention, higher self-efficacy, positive school climate,
and teacher leadership.
Problem
While the empirical research regarding new teacher induction itself, its components and
impact are abundant, there is little research about the quality of the delivery of induction
programs and the efficiency of the activities implemented within the framework of induction
programming. In response to this gap, the study proposes to examine the perceptions of K-12
public school teachers who have completed one to three years of teaching and at least a half
academic year of teacher induction experience in select Minnesota public school districts.
Purpose
The purpose of the study was to examine teachers’ perceptions about the extent and
quality of the implementation of teacher induction programming based on three characteristics of
effective teacher induction programs: collaboration, mentoring and principal support, identified
by Harry K. Wong (2004). The study also examined their perceptions of the outcomes of
engaging in induction programs and the impact of teacher inductions programs on their teaching
practice. The study participants were K-12 public school teachers who had completed one to
three years of teaching with at least half academic year of teacher induction experience in select
Minnesota public schools.
While it is highly recommended that Minnesota public school districts implement teacher
induction programs, studies examining the range and the perception of the quality of the
implementation of the program components are very limited. Thus, the findings derived from the
results of the study may provide data to education leaders on whether their school districts’
induction programs are consistent with best practices found in the literature review. In addition,
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the study may also provide guidance to school district leadership to support beginning teachers
through the implementation of quality induction programs.
Findings
Research demonstrated that engaging beginning teachers in an induction program is
considered an effective model to accelerate teacher professional growth. The study findings
indicated that Minnesota public school districts that participated in the study implement
collaboration, mentoring and principal support components of induction programming consistent
with the practices identified in the scholarly literature. The study analysis also indicated that the
majority of the teachers surveyed rated collaboration, mentoring and principal support practices
as effective. The perceived benefits (increased students’ achievement, raised self-esteem,
retention, developed leadership attributes, positive climate and culture) of induction programs
reported in the study, were consistent with the literature review.

Key Search Words: Beginning Teacher, Novice, Teacher, Induction, Minnesota, School, Principal,
Mentor, Mentoring, Teaching, Professional Development, Collaboration, Self-efficacy, School
Climate, Teacher leadership, Student Achievement.
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Chapter I: Introduction
“Becoming a teacher is a continuous life-long process” (Nasser-Abu Alhija & Fresko,
2016, p. 16). Feiman-Nemser (2001) particularly referred to the pre-service, transition to school
system and continuous, sustained professional development as challenging throughout the
teaching career (pp. 1019-1027). Some of the common reasons associated with difficulty to
transition from pre-service to actual teaching in classrooms, indicated in the scholarly sources
were the unrealistic beliefs of beginning teachers before starting their instructional practices
(Melnick & Meister, 2008, p. 53) and expectations from the educational stakeholders of holding
teachers new to the field equally accountable for quality teaching as the seasoned professionals
(Stansbury& Zimmerman, 2000, p. 2). The reviewed research suggested that the implementation
of the teacher induction programs empower beginning teachers to manage their transition period
from pre-service to professional teaching (e.g., Feiman-Nemser, 2001; Kelchtermans & Ballet,
2002) and assimilate into the profession efficiently (e.g., Ingersoll, 2007; Ingersoll & Smith,
2004; Wong, 2004).
While the scholarly literature offers numerous descriptions for a teacher induction
program, the following researchers established the definitions for the purposes of the study.
Carol Bartell (2004), a significant contributor to induction program development in California
and an author of a book Cultivating High-Quality Teaching Through Induction and Mentoring:
How to Train and Retain New Teachers, noted on the transition period from pre-service to
professional teacher stage and referred to new teacher induction programs as “a systematic,
organized plan for support and development of the new teacher in the initial 1 to 3 years of
teaching” (p. 6). In addition, Wong (2004) defined induction as “a system wide, coherent,
comprehensive training and support process that continues for 2 or 3 years and then seamlessly
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becomes part of the lifelong professional development program of the district to keep new
teachers teaching and improving toward increasing their effectiveness” (p. 42). The College
Board, the New Teacher Center and Phi Delta Kappa (2010) further expanded the concept of
teacher induction programming and identified it as “the phase of a teacher’s career that begins
upon hire; a 2- to 5-year phase of development during which new teachers learn to select and
employ effective instructional strategies and student assessments; a period of socialization into
the professional norms of a school, its district, and the profession; on-the-job training through a
specific program dedicated to addressing the unique needs of new teachers” (p. II).
Induction programs for beginning teachers, or as some researchers utilized the term,
novices, have advanced with each generation of teachers. The recognition of induction programs
evolved in the nineties when Florida started the implementation of the state level induction
programming. Florida was followed by other states to admit the program at the state level (Wood
& Stanulis, 2009). Initially, induction programs focused on helping
novices acquire the competence of formative assessment systems; 100% had a mentoring
component; and 50% offered new teachers’ professional development experienced
teachers more thoroughly and be socialized into district and school culture more quickly.
These programs also aimed at increasing beginning teacher satisfaction and at reducing
the high proportion of beginners who were known to drop out of teaching during the first
few years on the job. (Arends & Rigazio-Digilio, 2000, p. 3)
After a decade, induction programs were used in several states. The programs formed were
organized and included the components of observations and professional development. Between
1990 and 1996 induction programs became more refined, developed, and structured. Together
with the existing components, formative assessment also became an integral part of the induction
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program (Wood & Stanulis, 2009, p. 2). According to Fideler and Haselkorn (1999) “Seventyfive percent of state-initiated induction programs had the activities” (as cited in Wood &
Stanulis, 2009, p. 3). In the New Teacher Center (2015) policy report Support from the Start: A
50-State Review of Policies on New Educator Induction and Mentoring, Goldrick reported the
slow progress, despite the significance of induction programming, and indicated that “a small
handful of states have taken clear steps forward in improving multiple areas of state policy that
can lead to greater support for new teachers and principals. Several states have made progress in
specific areas of new educator induction” (p. I). Current data regarding the foundation for
beginning teachers in the United States provided in the New Teacher Center 2015 report
indicated that “out of the 50 states, only 29 states ensure the provision of some type of induction
for novice teachers, out of which 15 states mandate novice teachers to engage in the induction
program in their first and second years of teaching at schools, some states even provide no
induction support for the teachers at all.” (p. IV).
As states are not evenly invested in implementing induction programs, novice teachers do
not have access to equal opportunities when it comes to induction program activities. The New
Teacher Center (2015) strongly advocated implementing comprehensive and quality induction
programs as:
research suggests that comprehensive, multi-year induction programs reduce the rate of
new teacher attrition, accelerate the professional growth of new teachers, provide a
positive return on investment, and improve student learning. A federally funded study
found that the classrooms led by new teachers who received two years of comprehensive
induction support achieved greater student learning gains in mathematics and reading
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compared to those of new teachers who were provided more typical, less intensive
support, (p. 2)
and recommended to incorporate quality standards into the program, provide sufficient amount
of funds and time, assess and evaluate the quality of induction programming implementation,
and ensure the provision of highly efficient mentor support, and understand teaching conditions
(p. IX)
Induction in Minnesota
State education leaders are not consistent in articulating the importance of teacher
induction. Therefore, teachers across the United States do not have access to uniform induction
programs and miss out on the benefits of such a program (Bergren-Mann, 2016; Goldrick, 2016;
Wood & Stanulis, 2009). According to Nasser-Abu Alhija & Fresko (2016) “Variation expresses
itself in duration, program components, funding sources, operation, target population, intensity,
and comprehensiveness” (p. 16). For the purpose of the study, which was conducted in the state
of Minnesota in the United States, a brief overview of induction in Minnesota is presented.
Teacher Support Partnership (2011) in Minnesota Educator Induction Guidelines referred
to the state of Minnesota as one of the leading education hubs with high quality teachers and
indicated the need for providing sustainable support to the educators in their initial preparation,
induction, and ongoing professional development stages (p. 2). Minnesota’s commitment toward
teacher professional empowerment was reported the following way:
Many school districts across the state have embraced the challenge of creating induction
opportunities. Even in the face of declining resources and rapidly changing
demographics, educators in urban and suburban schools, large and small districts,
traditional and charter schools, have been working to develop orientations, mentoring
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programs, and other professional learning opportunities for Minnesota’s educators. But
all of Minnesota’s educators do not yet have access to high quality induction
opportunities—and some have no access at all. (Teacher Support Partnership, 2011, p. 2)
As the New Teacher Center (2015) indicated in the report Strengthening Teacher
Induction Program in Minnesota, implementing induction or mentoring support is not mandatory
but recommended method of teacher development in Minnesota. School districts are encouraged
“to develop mentoring programs for teachers new to the profession and district. State law directs
school districts to develop a probationary teacher peer review process that may include trained
observers serving as mentors or coaches” (p. IV). The report also described the most up-to-date
picture of the program implementation in Minnesota. “As in the rest of the nation, the presence
of some form of induction in schools and districts is the norm across Minnesota. But there is
inequitable access to this assistance, and it is variable across districts.” While “by most accounts,
new teachers need 3 or 4 years to achieve competence and several more to reach proficiency”
(Feiman-Nemser, 2003, pp. 2-3), the majority of Minnesota induction programs only support
first-year teachers. Of the 251 school districts that reported having an induction program in the
MDE’s 2012-13 Staff Development Report, “only one-third offered induction support that
continues through teachers’ second or third year on the job” (p. 8). Teacher Support Partnership
(2011) cited preliminary findings of a statewide survey implemented by Bertucci (2008), “The
most common challenges reported by the districts for implementing and maintaining a highquality induction system were ‘lack of adequate funding,’ ‘budget cuts,’ and ‘more pressing
issues in the district’” (Teacher Support Partnership, 2011, p. 13).
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Statement of the Problem
According to Harry Wong (2004),
The ultimate purpose of any school is the success and achievement of its students.
Therefore, any efforts that are made must improve student achievement. Improving
student achievement boils down to the teacher. What the teacher knows and can do in the
classroom is the most important factor resulting in student achievement. (p. 41)
Darling-Hammond and Youngs (2002) supported Wong by stating that the teacher brings more
contribution to the success of students than the size, composition or other attributes of the
classroom (p. 13). No matter the quality of their preparation, new teachers encounter many
distinct challenges as they navigate their first months and years in the classroom (New Teacher
Center, 2015). To empower new teachers and strengthen their performance during instructional
times, as well as school wide functioning, districts need to implement induction programming.
“Research demonstrates that comprehensive, multi-year induction programs accelerate the
professional growth of new teachers, reduce the rate of new teacher attrition, provide a stronger
return on states’ and school districts’ investment, and improve student learning” (New Teacher
Center, 2015, p. 2).
While there are numerous definitions for the term of teacher induction, there are
inconsistencies across the world. Carol Bartell (2004), a significant contributor to induction
program development in California and an author of a book Cultivating High-Quality Teaching
Through Induction and Mentoring: How to Train and Retain New Teachers, notes on the
transition period from pre-service to professional teacher stage and refer to the Teacher Induction
Program as “a systematic, organized plan for support and development of the new teacher in the
initial one to three years of teaching” (p. 6). Wong (2004) defined new teacher induction as “a
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system wide, coherent, comprehensive training and support process that continues for 2 or 3
years and then seamlessly becomes part of the lifelong professional development program of the
district to keep new teachers teaching and improving toward increasing their effectiveness” (p.
42). The College Board, the New Teacher Center and Phi Delta Kappa (2010) further expanded
the concept of teacher induction and identified it as “the phase of a teacher’s career that begins
upon hire; a 2- to 5-year phase of development during which new teachers learn to select and
employ effective instructional strategies and student assessments; a period of socialization into
the professional norms of a school, its district, and the profession; on-the-job training through a
specific program dedicated to addressing the unique needs of new teachers” (p. II).
Research suggested that the opportunities to participate in quality induction programs are
not the same for all beginning teachers, as different countries and states either do not have
induction programs at all, or they implement the programs differently, meaning selective
induction components are in place and the duration of the program differs as well. Some of the
districts only implement a mentoring component, while others follow the comprehensive
induction program. The promising pattern is that the number of states that are willing to
incorporate induction as part of the new teachers’ professional development and assimilation into
the profession, has been increasing over the decades. According to the New Teacher Center
(2015) “twenty-nine states require beginning teachers to participate in some form of induction or
mentoring and, as a result, more new teachers receive mentoring or induction support than ever
before” (p. 5).
While the empirical research regarding the induction concept itself, its components and
impact are abundant, there is little research about the quality of the delivery of the induction
program and the efficiency of the activities implemented within the framework of induction
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programs. Studies that identify the beliefs and the perceptions of beginning teachers about the
benefits of engaging in teacher induction programs are also scarce. In response to this gap, this
study proposes to examine the perceptions and beliefs of K-12 teachers who have completed 1 to
3 years of teaching and at least a half academic year of teacher induction experience regarding
the quality of the implementation of three components of teacher induction program:
collaboration, mentoring and principal support, as well as the benefits of engaging in teacher
induction programs.
Conceptual Framework of the Study
The conceptual framework of the study (Figure 1.1 Framework of Teacher Induction
Program Elements and the Outcomes of Implementing Teacher Induction Program) has been
developed and designed to illustrate two elements of teacher induction programs: the
components and the outcomes.
Framework Element One: Components of Teacher Induction Program
“No two induction programs are exactly alike; each caters to the individual culture and
specific needs of its unique school or district” (Wong, 2004, p. 48). However, there are several
common components that underlie the most successful induction programs. Wong (2004)
reviewed seven characteristics that are critical to sustained and solid induction programming. For
the purpose of the study, the first element of the conceptual framework was determined by the
work of Harris Wong (2004) “Induction Programs That Keep New Teachers Teaching and
Improving”. In the article the researcher proposed a list of the components that constitute an
effective complex induction program. The core components are:
●

Orientation–Begin with an initial 4 or 5 days of induction orientation before school
starts.

22
●

Professional Development–Offer a continuum of professional development through
systematic training over a period of 2 or 3 years.

●

Collaboration–Provide study groups in which new teachers can network and build
support, commitment, and leadership in a learning community.

●

Administrative support–Incorporate a strong sense of administrative support at the
school and district level.

●

Mentoring–Integrate a mentoring component into the induction process.

●

Modeling–Present a structure for modeling effective teaching during in-services and
mentoring.

●

Observations–Provide opportunities for inductees to visit demonstration classrooms.

Of the seven components suggested by Wong (2004), three characteristics of teacher
induction programs were chosen for the purpose of the study. The selected induction program
components are collaboration, mentoring and principal support.
Framework Element Two: The Outcomes of Participating in
Teacher Induction Programs
Scholarly sources articulated multiple benefits of participating in teacher induction
programs. Some of the frequently stated outcomes were:
●

Increased student achievement–“If well-trained, competent, caring teachers were
present in every classroom, we would witness a staggering increase in student
achievement, motivation and character improvement, along with a marked decrease in
discipline problems” (Brock & Grady, 2005, p. 6).
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●

Teacher Retention–while the teachers in the United states leave the profession at an
alarming rate, studies illustrate that teacher induction programs can fill the gap and
support teacher retention.

●

Higher Self-Efficacy–Unruh and Holt (2010) teachers with an induction program
experience rate their overall efficacy in the classroom higher than their counterparts
without the opportunity to be involved in the induction program (pp. 3-14).

●

School Climate–Scholars suggested that implementing teacher induction programs at
school supports novices’ enculturation into a new school setting (American Institute
of Research, 2015; Feiman-Nemser, 2003).

●

Teacher Leadership–The most novice teachers who participated in the induction
program either believe that they have potential to become teacher leaders at their third
year of teaching, or already perceive their roles as teacher leaders (Bergren-Mann,
2016).
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Figure 1.1
Framework of Teacher Induction Program Elements and the Outcomes of Implementing Teacher
Induction Program

Chapter II discusses the components of the two elements constituting the conceptual
framework of the study “Framework of Teacher Induction Program Elements and the Outcomes
of Implementing Teacher Induction Program” in depth.
The Additional Characteristics of Successful Induction
Program Identified in Research
In addition to the components of efficient teacher induction programming identified by
Harry Wong (2004), there are additional characteristics that scholars consider as integral.
Formative Assessment and Instructional Feedback–is a critical component to implement
an efficient induction program. According to New Teacher Center (2015),
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formative assessment should be ongoing, responsive to teacher developmental needs,
collaborative, aligned with professional teaching standards, and based on multiple data
sources. Formative assessment of teaching practices not only helps beginning teachers to
strive for instructional excellence, but also helps to establish professional norms of
inquiry and continuous learning. It helps beginning teachers assess their emerging
practice to identify areas of strength and areas for professional growth. (pp. 21-22)
Besides, the New Teacher Center (2015) highlighted the importance of intensive and dynamic
instructional feedback and suggested to train mentors “to effectively observe classroom lessons
in order to provide helpful feedback, understand the ‘theory of action’ on how feedback helps
teachers grow, and provide the types of feedback and cognitive coaching that strengthens
instruction” (p. 22).
New Teacher Seminars/Workshops–While the New Teacher Center (2015) highlighted
the importance of offering seminars or workshops to beginning teachers on various topics, such
as classroom management, content or program knowledge, curriculum and assessments,
differentiated instruction, lesson planning, data usage for the improvement of the instruction (p.
22), Feiman-Neimse (2001) clarified the importance of providing seminars on a monthly basis to
first and second year teachers. She believed that seminars need to serve as a vital and unique
forum for the novices to share successes and challenges with each other, draw attention to
teaching standards and “topics such as literacy, language development, and strategies for
working with diverse teaching populations”, focusing on short and long-term goals of their
professional development (p.1035). Fresko and Alhija (2015) referred to seminars as
“complementary induction components, whose main objectives are to enable the sharing of
emotions with peers alongside professional development” (p. 46).
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Reduced teaching load and release time–Various scholars argued that reduced teaching
load and additional free time give beginning teachers the opportunity to engage in induction
program activities successfully (Darling-Hammond et al., 2009; Smith & Ingersoll, 2004).
Beginning teachers need a sufficient amount of time to refine their teaching skills. Having a fulltime teaching load at school limits novice teachers’ opportunities to develop professionally and
learn teaching efficiently (American Association of Teachers, 2001; Feiman-Nemser, 2001;
Goldrick, 2016). Regarding the significance of providing reduced teaching load and release time
to beginning teachers, The American Federation of Teachers (2001) stated,
In order to hone their professional skills, novices need both the time and the opportunity
to observe other teachers teach, confer with colleagues, work with their mentors, and
reflect on their own teaching. In this same vein, beginning teachers should not be given
the most challenging assignments. To the extent possible, novices should have teaching
assignments that provide someone with fledgling skills the chance to succeed. (p. 3)
According to Howey and Zimpher (1999), a reduction of teaching load or sharing classroom
assignments are vital, as beginning teachers need more time to work with a mentor in the
assessment of their teaching (p. 298). As Goldrick (2016) reported, states such as Maryland and
Massachusetts encourage a reduction in the teaching load of beginning teachers (p. 22). North
Carolina proposed educational leaders ensure that teachers spend limited time on preparations,
non-instructional duties and eliminate extracurricular assignments unless requested from the
beginning teacher. Colorado and New York require releasing beginning teachers from
instructional duties and giving them extra time for planning in case the setting is challenging
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(Goldrick, 2016, p. 22). The particular recommendations regarding the released time and load for
the beginning teachers in Minnesota has not been identified by the researcher.
Purpose of the Study
The purpose of the study was to examine teachers’ perceptions about the extent and
quality of the implementation of teacher induction programs based on three characteristics of
effective teacher induction programs: collaboration, mentoring and principal support, identified
by Harry K. Wong (2004). The study also examined their perceptions of the outcomes of
engaging in induction programs and the impact of teacher induction programs on their teaching
practice. The study participants were K-12 public school teachers who had completed one to
three years of teaching with at least half an academic year of teacher induction experience in
select Minnesota public schools.
According to the latest Minnesota Public Schools Staff Development Report (2013)
retrieved through the Minnesota Department of Education, of the 300 educational entities that
submitted a staff development report, 251 reported having some type of teacher induction
program. So, approximately 84% of school districts in Minnesota report having formalized
support programs for beginning teachers (New Teacher Center, 2015, p. 3).
While it is highly recommended that Minnesota public school districts implement teacher
induction, studies examining the range and the perception of the quality of the implementation of
the program components are very limited. Thus, the findings derived from the results of the
study may provide data to education leaders on whether their school districts’ induction
programs are consistent with best practices found in the literature review. In addition, the study
may also provide guidance to school district leadership to support beginning teachers through the
implementation of quality induction programs.
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Research Questions
Research questions for the study emerged from the conceptual framework aligned with
the components of successful teacher induction identified by Harry Wong (2004) and the
outcomes of implementing teacher induction programs retrieved from literature reviewed. Wong
(2004) suggested seven characteristics of successful induction programming. For the study, three
components were chosen: collaboration, mentoring and principal support. The study has three
guiding research questions:
1. What did K-12 novice teachers in select Minnesota school districts report as the extent
to which collaboration, mentoring and principal support were implemented in teacher induction
programs?
2. What were select Minnesota public school districts' K-12 novice teachers’ perceptions
regarding the quality of the implementation of induction programs characteristics, collaboration,
mentoring and principal support?
3. What did K-12 novice teachers in select public schools in Minnesota report as the
impact on their teaching performance of their teacher induction programs?
Significance of the Study
The research demonstrates that an engagement of beginning teachers into multi-year
induction program activities is considered an effective model to accelerate teacher professional
growth. This study further indicates that increased self-efficacy, positive school climate, teacher
leadership, retention and improved student learning are the positive outcomes of the
implementation of comprehensive induction programs in school districts. Over time, the number
of states investing human and financial resources in teacher induction programs has increased
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(New Teacher Center, 2015). However, according to research, concerns exist that induction
programs differ from state to state and teachers do not have equal opportunities to benefit from
the program. For example, the implementation of teacher induction programs at public schools in
the state of Minnesota is not mandatory, although it is highly promoted by the Minnesota
legislature. Consequently, many districts include induction components as part of the beginning
teachers’ professional development (New Teacher Center, 2015). The research is limited as to
whether the induction programs implemented in Minnesota public schools are consistent with the
best practices, identified in scholarly literature.
The increased demand of incorporating teacher induction programs as part of the
professional development opportunity for novice teachers, justifies the need to examine the
extent of the induction program implementation as well as the quality of such programs. Thus,
the findings derived from the results of this study may provide data to education leaders on
whether their districts’ induction programs are consistent with best practices found in the
literature review. In addition, this study may also provide guidance to school district leadership
teams to better support beginning teachers through the implementation quality induction
programs.
Delimitations of the Study
According to Simon (2011), delimitations are controlled by the researcher and they
represent “those characteristics that limit the scope and define the boundaries of your study” (p.
2).
The following delimiting factors are included in the study:
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1. Theoretical perspectives for the theoretical framework have been adopted from Harry
Wong as opposed to creating a study that is based on the perspectives of multiple
scholars.
2. The geographical area for the study was limited to the state of Minnesota in the
United States.
3. The study employed closed-ended Likert scale responses in the survey, limiting the
respondents to express their opinions in detail.
4. The study included beginning teachers with less than a year of induction experience.
This range of novices had a limited experience compared to the teachers with two or
three years of induction experience.
5. The actual number of the participants expressing a desire to engage in the study was
higher, fourteen people were excluded from the study, as they did not match the study
sample criterion.
Operational Definitions
The following concepts or terms are identified throughout the dissertation paper. For the
clarity and preciseness, a nominal definition for each term is provided. The definitions are
grounded in scholarly literature.
Attrition–The rate at which individuals leave the teaching occupation altogether
(Ingersoll, 2001).
Beginning Teacher–A teacher in a public school who has been teaching less than a total
of 3 complete school years (United States Code, 2006, p. 481).
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Collaboration–“People throughout the school having conversations with each other,
learning from each other, and making minute-by-minute, day-by-day instruction decisions based
on the collective knowledge of the group” (Graham & Ferriter, 2010, p. 7).
Formative assessment–An ongoing, evidence-based measurement of student and teacher
growth over time, involving a variety of data sources and intended to inform ongoing activities
or development (The College Board, the New Teacher Center and Phi Delta, 2010).
Induction–“A comprehensive, coherent, and sustained professional development
process—that is organized by a school district to train, support, and retain new teachers and
seamlessly progresses them into a lifelong learning program” (Wong, 2004, p. 42).
Mentor–A veteran educator with “strong interpersonal skills, respect for multiple
perspectives and outstanding classroom practice” (Moir & Gless, 2001, p. 112) taking “a role of
a supporter, not evaluator” (Gardiner, 2012, pp. 204-205).
Mentoring–Individual coaching sessions, (where) mentors help new teachers set
professional goals, plan lessons, analyze student work, and reflect on progress (Moir, 2009, p.
16).
Novice Teacher–A teacher in his or her first 3 years of teaching (Bergren-Mann, 2016, p.
27).
Observation–A specific type of interaction between two professionals in which one
silently watches the other’s practice over a short period of time for the purpose of collecting data
of student engagement/learning and teacher practice; data will be discussed and analyzed during
a post-observation conference, and new approaches and areas for improvement will be identified.
(The College Board, the New Teacher Center and Phi Delta, 2010).
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Orientation–Prior to the start of a school year, one or multiple training sessions that are
provided to novice teachers who are new to the district. The sessions often orient new teachers to
the district policies and procedures (Birkeland& Feiman-Nemser, 2012).
Professional Development–A lifelong, collaborative learning process that nourishes the
growth of individuals, teams, and the school through a daily job-embedded, learner-centered,
focused approach (Lindstrom & Speck, 2004).
Retention–The rate at which teachers remain in a school or district or stay in the
profession (Strong, 2009).
Organization of the Study
The dissertation paper constitutes five chapters and is sequenced in the following way.
Chapter I presented an introduction to the study, the statement of the problem, conceptual
framework, purpose of the study, research questions, significance of the study, operational
definitions, delimitation, and an organization of the study.
Chapter II is a literature review. It synthesizes the findings regarding the teacher
induction program compiled from a variety of significant scholarly resources.
Chapter III elaborates on the methodology of the study including the overview, methods,
research design, setting, participant process, and data collection and analysis.
Chapter IV outlines the outcomes of the study and provides the detailed interpretation of
the findings.
Chapter V presents the summary, conclusions, limitations, recommendations, and
suggestions for further studies.
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Chapter II: Review of Related Literature
Introduction
The purpose of this literature review is to examine teacher induction programs through
compiling and analyzing credible scholarly resources, such as qualifying studies, articles,
journals, books and/or reports. It presents an understanding of teacher induction in a broader
sense, provides us with a coherent summary of the literature on the topic and identifies the
perspectives of the areas that need more in-depth research.
The following themes emerged from a review of literature regarding teacher induction
program:
1. Background information on teacher induction.
2. Key components of teacher induction programs.
3. The outcomes of the implementation of teacher induction programs.
4. The barriers of teacher induction programs’ success.
Background Information on Teacher Induction
Within the last decade, an increasing commitment to continuous teacher learning as well
as mounting efforts for the professionalization of the teaching field has been underway; this is in
large part due to the increasing standards for students, curricula, assessment, and teaching
(Wilson & Berne, 1999). To meet greater demands and 21st century challenges in the education
world, Darling-Hammond (2000) suggested that policy makers should make “the recruitment of
well-prepared teachers as their number one education priority” (p. 7). Similarly, No Child Left
Behind Act (2001) called for the essential need of highly qualified teachers in every classroom
and defined “highly qualified teacher” as an individual who holds a bachelor’s degree, comes to
school with state certification or licensure and demonstrates an expertise in the subject he or she
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teaches (U.S. Department of Education, 2019). Feiman-Nemser (2001) also highlighted a
significant role of a qualified teacher such that, “after decades of a school reform, a consensus is
building that the quality of our nation’s schools depends on the quality of our nation’s teachers”
(p. 1013).
As policy makers and educators are coming to see that teacher quality is one of the most
important variables for student success and teachers with stronger qualifications produce higher
student achievement, Adamson and Darling-Hammond (2012) suggested that teachers have to be
offered consistent opportunities to grow and learn professionally (p. 2). The need for
professional learning is particularly critical for novice teachers, as they are equally responsible
for delivering high quality performance with less expertise and experience in teaching (Bartell,
2004; Darling-Hammond, 2010; Feiman-Nemser, 2001; Le Maistre & Paré, 2010). “New
teachers are expected to perform all the same tasks as the more experienced, seasoned
professionals from their first day on the job” (Bartell, 2004, p. 23). Scholarly literature
introduced a long list of the expectations for the novice teachers in the classrooms at the
beginning of their teaching career, not limited to the delivery of effective instructional practices,
the understanding of classroom routine, school climate, student characteristics, data assessment
and many more. Due to the lack of experience in school settings, there is a high probability that
novice teachers struggle to meet the needs of the individual learner, promote adequate academic
growth in the classroom and carry out the district’s requirements (Flores, 2006; Goldrick, 2016;
Ingersoll & Smith, 2004). The expectations to demonstrate skills and abilities that novices do not
possess “places beginning teachers in a vulnerable position. Moreover, the work of teaching,
itself complex, uncertain and full of dilemmas, sharpens the paradox by reminding beginning
teachers at every turn of what they cannot yet do” (Feiman-Nemser, 2001, pp. 1027-1028).
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Empirical research indicated that one method schools implement to support beginning
teachers is to require their participation in induction programs (Ingersoll & Strong, 2011). One of
the significant contributors to refining an induction program, and a director of the policy,
Support from the Start: 50-State Review of Policies on New Educator Induction and Mentoring
by New Teacher Center, Liam Goldrick (2016), strongly advocated for the implementation of
high quality induction programs, that promotes nurturing professional growth and acceleration of
new teachers’ effectiveness. He wrote, “State policy must create a supportive context and
establish a strong expectation that comprehensive support will be provided to every beginning
educator” (Goldrick, 2016, p. II). In the same report, Goldrick (2016) stated “research
demonstrates that comprehensive, multi-year induction programs accelerate the professional
growth of new teachers, reduce the rate of new teacher attrition, provide a stronger return on
states’ and school districts’ investment, and improve student learning” (p. 2).
Definition of Teacher Induction
According to Bartell (2004) induction programs in the early stages of development
focused purely on the retention of novice teachers and addressed their procedural, managerial,
and psychological needs. However, the scope of the induction program has been expanded over
the time. Today the most effective induction programs continue to give attention to the
procedural, managerial, and psychological needs of teachers, however, they also focus on their
instructional, professional, cultural and political needs (pp. 18-19). With this shift, the definition
of teacher induction became differentiated, which makes it challenging to provide a consistent
and common definition of ‘induction programs’ (Goldrick, 2016).
For the purpose of the study, the aspects of quality teacher induction programs include
the following meaningful definitions. Carol Bartell (2004), a significant contributor to induction
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program development in California and an author of a book Cultivating High-Quality Teaching
Through Induction and Mentoring: How to Train and Retain New Teachers, noted on the
transition period from pre-service to professional teacher stage and referred to the Teacher
Induction Program as “a systematic, organized plan for support and development of the new
teacher in the initial one to three years of teaching” (p. 6). According to the College Board, the
New Teacher Center and Phi Delta Kappa (2010) induction is “the phase of a teacher’s career
that begins upon hire; a 2- to 5-year phase of development during which new teachers learn to
select and employ effective instructional strategies and student assessments; a period of
socialization into the professional norms of a school, its district, and the profession; on-the-job
training through a specific program dedicated to addressing the unique needs of new teachers”
(p. II). Wong (2004) suggested that “Induction is a process-a comprehensive, coherent, and
sustained professional development process-that is organized by a school district to train,
support, and retain new teachers and seamlessly progresses them into a lifelong learning
program” (p. 42).
The New Teacher Center (2015) delineated that people or organizations perceive
induction programs differently. Some identify the induction as the orientation for the beginning
teachers just prior to starting teaching in the classroom, others believe that induction is the same
as mentoring provided by veteran teachers (p. 1). “Other districts use an array of professional
development—required, or voluntary—to fill in perceived pre-service gaps or ensure that new
teachers are up to speed on district curriculum and instructional initiatives” (New Teacher
Center, 2015, p. 1). Similarly, Wong (2004) stated that many individuals misuse the words,
induction and mentoring in their daily operations.
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Induction is a process—a comprehensive, coherent, and sustained professional
development process—that is organized by a school district to train, support, and retain
new teachers and seamlessly progresses them into a lifelong learning program. Mentoring
is an action. It is what mentors do. A mentor is a single person, whose basic function is to
help a new teacher. Typically, the help is for survival. (p. 42)
While scholars examined induction programs from multiple perspectives, they provided
different explanations for induction programs. The literature reviewed is consistent regarding the
importance and benefits that induction programming brings to the education field. Bartell (2004)
suggested the following benefits that a consistent, comprehensive, and efficiently implemented
induction program can bring:
●

Higher retention of beginning teachers;

●

Increased levels of professional efficacy and satisfaction;

●

Improved teacher performance;

●

Earlier identification of weak teachers for assistance or termination;

●

More consistent use of instructional practices that lead to higher level of student
achievement;

●

More varied and more complex instructional practices being used by teachers.
Improved ability of new teachers to engage in reflective practice and critical
examination of their work. (p. 16)

Induction Program Leadership
“New teachers have two jobs–they have to teach, and they have to learn to teach”
(Feiman-Nemser, 2001, p. 1026). During the simultaneous process of teaching and learning to
teach, an effective induction leadership team is an integral aspect of the induction program
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success. Breaux and Wong (2003) suggested that induction team members should have
successful teaching backgrounds, and should have served at various positions: coordinators,
administrators or supervisors. They also considered current classroom teachers with successful
performance and high expertise to be a part of the team (p. 125). In addition, Breaux and Wong
(2003) identified an expertise in teaching and classroom management techniques, and an
empathy towards children as core skills for the team members to possess (p. 125). Individuals
who share these values and skills will be effective in cooperating and supporting inductees upon
teacher induction program implementation (Breaux & Wong, 2003, p. 125).
The Length of Induction Program
The amount of time that a novice teacher is placed in a teacher induction program is not
consistent in literature. However, empirical evidence supports a minimum of 2-years for an
induction program.
In 2016 Liam Goldrick created the State Induction Policy Criteria. One of the
recommendations in the policy was the provision of mandated induction support to all beginning
teachers for the first 2 years of their teaching career (p. IX). While 2 years is common, FeimanNemser (2001) suggested implementing a teacher induction program for 3 years, to give new
teachers sufficient time to develop a professional identity and become familiar with their new
profession (pp. 2-3). Likewise, Breaux and Wong (2003) offered engaging novice teachers in 2
or more years of induction program (p. 5). The latest data presented by Goldrick (2016), reported
that 29 states mandate that all novice teachers participate in some kind of induction or mentoring
programs, of these states 11 require 1-year mandatory enrollment, six states require beginning
teachers to participate for 2 years and nine states implement induction programs that span more
than 2 years for the novices. Three additional states do not have a time limit for the program (p.
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IV). Particularly in Minnesota, most school districts (84%) offer induction program opportunities
to first year teachers. The opportunities are significantly lower for the second (33%) and third
year teachers (18%) (New Teacher Center, 2015, p. 4).
Historical Background of the Induction Program
Implementation in the U.S.
The modification of the concept of teacher induction dates back to 1980 with the
introduction of many forms of induction support, such as mentoring, teacher workshops,
orientation seminars, collaboration opportunities (Furtwengler,1995).
State recognition of induction began in Florida, in the U.S. in 1978. Thus, Florida became
a pioneer in implementing induction programs at the state level. Florida was followed by other
states to implement the program (Wood & Stanulis, 2009). Initially, the induction programs
were focused on the needs of new teachers and their well-being and were largely
informal, loosely organized, and often unfunded programs. These induction programs
aimed at preventing teacher attrition, boosting novice teacher satisfaction with the
profession, and increasing novice teachers’ competence. (Wood & Stanulis, 2009, p. 2)
Over the next decade, induction programs became popular in the states. Over that period, the
program formed as more organized and structured and included the components of observations
and professional development (Wood & Stanulis, 2009).
Between 1990 and 1996 induction programs became more refined and structured.
Formative assessment became one of the essential components of the program (Wood &
Stanulis, 2009). As Fideler and Haselkorn (1999) reported “Seventy-five percent of stateinitiated induction programs had a formative assessment system; 100% had a mentoring
component; and 50% offered new teachers professional development activities” (Wood &
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Stanulis, 2009, p. 3). Later, Ingersol (2012) studied the dynamics of induction programs across
the states and reported a growing percentage of beginning teachers (from about 50% in 1990 to
91% by 2008) who had been engaged in some kind of teacher induction activities in their initial
years of teaching (pp. 49-50).
In the New Teacher Center (2015) policy report Support from the Start: A 50-State
Review of Policies Goldrick reported that the progress is slow and “a small handful of states have
taken clear steps forward in improving multiple areas of state policy that can lead to greater
support for new teachers and principals. Several states have made progress in specific areas of
new educator induction” (p. I). Data provided in the New Teachers’ Center (2016) report
indicated that out of the 50 states, only 29 ensured the provision of some type of induction for
novice teachers, of which 15 states mandated novice teachers to engage in the induction program
in their first and second years of teaching at schools. A number of states did not provide the
induction opportunity to novice teachers at all (p. IV).
While the states are not evenly invested in implementing the induction program and the
novice teachers do not enjoy the equal opportunities of benefiting from the induction program
activities, the New Teacher Center (2015) strongly recommended implementing comprehensive
and quality induction programs by incorporating quality standards, providing sufficient amount
of funds and time, assessing and evaluating the quality of induction program implementation,
ensuring the provision of highly efficient mentor support, and understanding teaching conditions
(p. IX). Based on the literature review regarding the provision of induction support to beginning
teachers, it is evident that state education leaders are not consistent in articulating the importance
of teacher induction. According to Nasser-Abu Alhija & Fresko (2016) “Variation expresses
itself in duration, program components, funding sources, operation, target population, intensity,
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and comprehensiveness” (p. 16). Therefore, the teachers across the United States do not have
equal opportunity to experience the induction successes and benefits from the programs.
Induction Legislation in the State of Minnesota
Even though the New Teacher Center (2015) is clear on recommending that “State policy
should require that all beginning teachers, principals, and administrators receive induction
support during their first 2 years in the profession” (p. 1), according to Strengthening Teacher
Induction Policy in Minnesota (2015), induction programming is not mandated in the state of
Minnesota. In fact, school districts are highly encouraged to plan and implement mentoring
programs for novice teachers and create a probationary teacher peer review process with the help
of trained observers serving as mentors or coaches (New Teacher Center, 2015, p. IV).
Like other states in the United States, most Minnesota school districts also provide some
form of induction to beginning teachers. However, the provision of the service is not equal
throughout Minnesota and in most cases the opportunity is granted to first year teachers only.
“The Minnesota Department of Education’s (MDE) most recent Staff Development Report found
that of the 312 public school districts that submitted a report, 271–or 87%–had some type of
teacher induction program, but only one-third had programs that served second-year teachers”
(New Teacher Center, 2015, pp. IV-1). Minnesota’s commitment toward teacher professional
empowerment was reported the following way in Minnesota Educator Induction Guidelines:
Many school districts across the state have embraced the challenge of creating induction
opportunities. Even in the face of declining resources and rapidly changing
demographics, educators in urban and suburban schools, large and small districts,
traditional and charter schools, have been working to develop orientations, mentoring
programs, and other professional learning opportunities for Minnesota’s educators. But
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all of Minnesota’s educators do not yet have access to high quality induction
opportunities—and some have no access at all. (Teacher Support Partnership, 2011, p. 2)
In addition, Teacher Support Partnership (2011) cited preliminary findings of a statewide survey
implemented by Bertucci (2008) that stated, “The most common challenges reported by the
districts for implementing and maintaining a high-quality induction system were ‘lack of
adequate funding,’ ‘budget cuts,’ and ‘more pressing issues in the district’” (Teacher Support
Partnership, 2011, p. 13).
Key Components of Teacher Induction Programs
Within the last decade, a growing body of empirical studies from researchers,
policymakers, and professional organizations have been implemented in order to assess,
evaluate, and suggest effective teacher induction programs (Feiman-Nemser, 2001; Ingersoll &
Smith, 2004). According to Wong (2004) “No two induction programs are exactly alike; each
caters to the individual culture and specific needs of its unique school or district” (p. 48).
Despite the differentiated nature of the induction programming in the United States, the
reviewed literature identified the following components that comprise successful induction
programs: mentoring, structured collaboration among colleagues, professional development,
reduced workload, positive school climate, effective orientation, and positive interactions and
support from the principal (Bickmore & Bickmore, 2010; Smith & Ingersoll, 2004; Wong,
2004). Among all components, mentoring is the predominant method of supporting novices
(Glazerman et al., 2010; Smith & Ingersoll, 2004). A growing body of evidence suggested that a
multifaceted approach to induction that includes several elements of support is the most effective
for teacher retention and positive performance (Bickmore & Bickmore, 2010; Smith & Ingersoll,
2004).
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The following pages present more detailed analysis of the key components of an efficient
induction program identified in scholarly literature.
Orientation
“Induction is a comprehensive, multiyear process designed to train and acculturate new
teachers in the academic standards and vision of the district” (Wong, 2004, p. 48). The training,
and a process of acculturation, a practical transition from a pre-service to an in-service teaching
cycle starts with the orientation process, thus this element of the induction program is
significantly important (Hangül, 2017; Hope, 1999; Portner, 2005; Wong, 2004).
Within teacher induction, there are multiple views of the orientation component. Hangül
(2017) defined the orientation as the process that “includes basic school procedures and policies
such as how to order supplies, how to fill out reports, how to organize a classroom, and where to
find instructional resources” (p. 192). Warren C. Hope (1999) further highlighted the role of the
orientation process by indicating that orientation provides more benefits than just informing
beginning teachers regarding various procedures and policies in the handbook, getting to know
each other, or introducing campus resources, such as media center, cafeteria. “It involves
systematic contact with the intention of assisting in the new teacher’s professional growth and
development and of engaging in the collegial conversation about the work of teaching” (p. 54).
Wong (2004) recommended to begin the induction process with 4 or 5 days of orientation
sessions (p. 48). Similarly, Birkeland and Feiman-Nemser (2012) suggested to begin orienting or
the orientation process before the start of the academic year and include single or multiple
trainings with the aim to introduce beginning teachers with school and district dynamics (p. 131).
Tom Ganser, in the book Teacher Mentoring and Induction: The State of Art and Beyond by
Portner (2005), utilized the term “New Teacher Summer Orientation” and agreed with Wong
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(2004) regarding the length of the orientation. He believed that intensive, 3 full length days are
the necessary time frame to implement the orientation process for novice teachers to cover the
following areas thoroughly during the orientation:
●

The school’s community

●

The school districts’ policies and procedures

●

The school and its’ policies and procedures

●

The curriculum (p. 7).

In addition to introducing the districts’ vision and mission for teaching, Sargent (2003)
identified the orientation sessions as the opportunity for the novices to network with grade level
and content area specialists, discuss specific questions related to the subjects, curriculum,
instructional methods, and other teaching related topics. Networking can be further expanded to
the key personnel at schools, veteran staff and even community members (p. 3).
Even though the orientation is a significant component of a teacher induction program,
Robinson (1998) warned the education leaders to be cautious when perceiving it as the official
induction process itself. He highlighted that orientation “is but only one part of the induction
total process” (p. 6).
Professional Development
Research findings are consistent that a qualified teacher makes a profound impact on
students’ academic growth. “When it comes to student performance on reading and math tests, a
teacher is estimated to have two to three times the impact of any other school factor, including
services, facilities, and even leadership” (Rand Education, 2012, p. 1).
Evidence drawn from empirical studies regarding a teacher’s influence on student
achievements triggered the evolution and development of induction programming. Wong (2004)
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identified professional development as one of the strongest components of a successful teacher
induction program and suggested induction stakeholders to “offer a continuum of professional
development through systematic training over a period of 2 or 3 years” (p. 48). In addition,
Wong (2004) pointed out that the success of teachers largely depends on providing professional
development opportunities to teachers and clarified that the professional development program
needs to be carefully planned, comprehensive and coherent (pp. 48-49).
Likewise, Cross and Ridgen (2002) indicated several factors that best contribute to
enhancing teacher quality, out of which the teacher development component is prevalent. Along
with a strong teacher preparation program, supporting teachers’ learning at school is one of the
suggestions the authors propose. The findings from a study by Cross and Ridgen (2002), carried
out in public and charter schools in District of Columbia reported that multiple years of
consistent professional development provided to the teachers directly correlated to student
achievement gains (pp. 114-117).
Wong (2004) cited Breaux and Wong, 2003:
In Tucson, Arizona, the Flowing Wells Schools’ professional development department is
organized under the banner of the Institute for Teacher Renewal and Growth, of which
the new teacher induction program is the first phase. The induction program of 5 to 8
years is followed by lifelong, in-house course offerings that are designed for veteran
teacher renewal and growth. This program can explain why Flowing Wells has produced
12 finalists for teachers-of-the-year for the state of Arizona, more than any other school
district. Such results are arguably the result of an organized, sustained professional
development program. Their induction program is so well-known and replicated that they
hold an annual workshop to explain their structure to other interested parties. (pp. 48-49)
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As Fletcher, Chang, and Kong (2008) noted,
teacher induction programs do not operate in a vacuum. Effective teacher induction
depends on a number of factors including presage variables such as quality teacher
preparation programs, real-world practice from teacher candidates, and appropriate
teacher dispositions and beliefs from teacher candidates. (p. 2)
Undoubtedly, professional development opportunities can function as an integral
component of the induction program, as it is directly related to teacher preparation, teacher
dispositions and beliefs.
Collaboration
Teachers have articulated the willingness to have ongoing connections with the
colleagues at schools (Wong, 2004). Wong (2004) called attention on creating collaboration
opportunities for novice teachers through induction programming “provide study groups in
which new teachers can network and build support, commitment, and leadership in a learning
community” (p. 48), as beginning teachers are committed to bringing their share of contribution
to making the difference in their education community.
Some of the forms to promote collegial collaboration, commonly identified in the
literature reviewed were cooperative planning and professional learning communities (PLCs).
Stansbury and Zimmerman (2000) defined cooperative planning as the process of teaming up
novices and veteran teachers to implement instructional planning. According to the authors,
collaborating planning is mutually beneficial, as on the one hand it provides veteran teacher’s
structured support to the novices in the instructional planning, while on the other hand, the
novice teacher brings modern content knowledge to the table to share with the colleague with
multiple years of experience (p. 17). Professional learning community (PLC) was defined as:
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educators, committed to working collaboratively in ongoing processes of collective
inquiry and action research to achieve better results for the students they serve.
Professional learning communities operate under the assumption that the key to improved
learning for students is continuous, job embedded learning for educators. (DuFour et al.,
2008, p. 5)
McConnell et al. (2013) proposed the implementation of a strong professional learning
community at schools by stating “Professional development that engages teachers in
instructional inquiry over an extended time through collaborative professional learning
communities (PLCs) is effective in improving instruction and student achievement” (p. 267).
Multiple studies carried out over the past decade, suggested the substantial importance of
a collaboration component in an induction program. A qualitative study implemented by Peter
Hudson (2013) aimed to identify first year teachers’ needs on their journey to becoming effective
teachers. Based on the findings drawn from interviewing and surveying a limited sample of
beginning teachers, Hudson reported that beginning teachers articulate the need of support
through collaboration ”school staff can assist beginning teachers into the profession by providing
on-going support, where challenges and problems are tackled through positive and constructive
avenues, such as regular mentor-mentee meetings, mentor modeling of practices, observation of
the beginning teacher’s practices, and inclusion of a range of staff who can provide specific
information to guide the beginning teacher in a timely fashion” (p. 81). Similarly, The American
Institute for Research (2015) related professional collaboration to successful outcomes of the
induction program, “Professional collaboration provides the ability to positively build on
teachers’ disparate experiences and increases the level of trust and respect among colleagues” (p.
2). Additional outcomes reported by The American Institute of Research (2015) in the paper
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included: enhancing instructional practice, improving communities of learning within a school
and preventing feelings of isolation. As a follow-up to the large-scale study in Massachusetts,
Johnson and Birkeland (2003) stated that schools would thrive if they promoted frequent
dialogues between novice and veteran teachers (p. 608). The other researchers, Garet, Porter,
Desmoine, Birman, and Yoon (2001) surveyed a national probability sample of 1,027 math and
science teachers with the aim to examine the key characteristics of professional development on
teachers’ learning. For the clarity of the interpretation of the study findings, Garet et al. (2001)
suggested that:
Teachers who work together are more likely to have the opportunity to discuss concepts,
skills, and problems that arise during their professional development experiences.
Second, teachers who are from the same school, department, or grade are likely to share
common curriculum materials, course offerings, and assessment requirements. By
engaging in joint professional development, they may be able to integrate what they learn
with other aspects of their instructional context. Third, teachers who share the same
students can discuss students' needs across classes and grade levels. Finally, by focusing
on a group of teachers from the same school, professional development may help sustain
changes in practice over time, as some teachers leave the school's teaching force and
other new teachers join the faculty. (p. 922)
Based on the study outcomes, Garet et al. (2001) found that collective engagement in
professional development activities and active communication between staff members
contributes to a positive change in teaching performance, as well as, enhancing the knowledge
and skills of the teachers. “Similarly, our data provide empirical support that the collective
participation of groups of teachers from the same school, subject, or grade is related both to
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coherence and active learning opportunities, which in turn are related to improvements in teacher
knowledge and skill and changes in classroom practice” (p. 928).
Therefore, Wong (2004) clarified that successful induction programs:
●

Have networks that create learning communities;

●

Treat every colleague as a potential valuable contributor;

●

Turn ownership of learning over to the learners in study groups;

●

Create learning communities where everyone, new teachers as well as veteran
teachers, gains knowledge;

●

Demonstrate that quality teaching becomes not just an individual responsibility, but a
group responsibility as well. (p. 51)

Modeling
One of the core induction elements identified by Wong (2004) was modeling. He
encouraged induction leaders to incorporate modeling of an effective instructional teaching for
beginning teachers during in-services and mentoring (p. 48), as they are passionate about visiting
demonstration classrooms to observe the teachers modeling efficient teaching (p. 53).
There are many other researchers who described the benefits of modeling effective
instructional practices for beginning teachers. According to Hiebert (1999), for positive teacher
learning outcomes, teachers need to observe the alternative ideas and teaching methods. They
need to observe others, modeling the instructional and management strategies in action and
reflect on the reasons for their effectiveness (p. 15). Amy DePaul (2000) interviewed 53 awardwinning teachers in 1999 to examine their achievements and obstacles during their first year of
teaching. Based on the novice teachers’ reflections. DePaul (2000) presented a survival guide for
the beginning teachers. The following are the responses of the novice teachers while sharing
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their reflections regarding the modeling component in their professional development: “I never
sat in anyone else's classroom even once,” laments first-year teacher Gail A. Saborio (Wakefield,
Rhode Island). “Mine is the only teaching style I know. I felt that sometimes I was reinventing
the wheel,” reflects one of the teachers in the guide (p. 2). Similarly, Bentley, Morway, and Short
(2013) found that beginning teachers want to observe experienced colleagues modeling teaching
(p. 38). Melser (2019) believed that beginning teachers should observe veteran teachers
modeling as they have a lot to share “Inviting new teachers into one’s classrooms can be
intimidating, but by doing so, veteran teachers can model, represent, and teach those skills that
are vital to the success of beginning teachers” (p. 115). According to Stansbury and Zimmerman
(2000) “veterans’ support in dealing with specific problems can help beginners expand their
repertoire of strategies from instructional delivery to classroom management to assessment and
help broaden the perspective from which newcomers view problems” (p. 6).
Besides veteran teachers, mentors can serve as role models for demonstrating effective
classroom teaching for beginning teachers. According to American Institutes of Research (2015),
“A high-quality mentor is not only a successful experienced teacher but also one who can
articulate and model the art of teaching adults” (p. 10). For the best outcomes, Hudson (2004)
particularly suggested mentors to model teaching practices directly in the classroom to provide
authentic experience to the mentees and further recommended mentors to ensure the alignment
of modeling teaching practices to the requirements of the modern education system to be
consistent with the requirement of the education system and its practices (p. 143).
To do this in the classroom, mentors need to display enthusiasm for science and involve
mentees, not only in teaching science, but also teaching it effectively with well-designed,
hands-on lessons that display classroom management strategies and exemplify a rapport
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with students. The discourse used by the mentor when modeling science teaching needs
to be consistent with the current science syllabus, which will aid in scaffolding the
mentee’s understanding of teaching primary science and includes current education
reform policies. Such modeling allows mentees to conceptualize effective teaching
practices towards developing their own knowledge and skills. (Hudson, 2004, p. 143)
Similarly, Ormond (2011) believed that intervention by modeling and mentor’s presence in the
classroom is useful in some instances, for example, when dealing with classroom management
problems (p. 58).
The impact of the modeling component of an induction program can be summarized by
Moir and Gless (2001) highlighting the significance of the support that a veteran teacher can
offer to the novices “…no technology, no curriculum, no standardized structures can substitute
for the power of a knowledgeable and skillful veteran to move a novice teacher to ambitious
levels of teaching” (p. 112).
Observations
A component identified in the empirical literature reviewed as critical in enhancing
novice teachers’ professional learning, was observation. Liam Goldrick (2016) suggested:
Mentor teachers need to observe the practice of beginning educators and new teachers
need to observe their mentor’s classroom or those of other effective veteran peers. A
sustained cycle of repeated observations, feedback and discussion is important to
beginning teacher development. (p. 21)
When Bentley et al. Short (2013) interviewed new teachers, beginning teachers have
reported that they sought:
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●

Specific and directed professional development;

●

To understand the district assessment tool or rubric and complete self-evaluations
throughout the year connected to the district assessment rubric;

●

To participate in one or more practice observations/assessments;

●

To observe more experienced colleagues teach;

●

To be observed both formally and informally by administrators, coaches, and mentors
and get quality feedback following the observations (pp. 34-38).

Having an opportunity to visit demonstration classes, is only one part of the observation
component in the induction program. New teachers would also welcome the chance to be
observed while implementing their instructional time in their classrooms. In the Survival Guide
for New Teachers: How New Teachers Can Work Effectively with Veteran Teachers, Parents,
Principals, and Teacher educators, DePaul (2000) shared “many first-year teachers said they
sought more than an open door and a friendly greeting. They wanted to sit down with veteran
teachers regularly and work side by side, gaining real-world insights from their more
experienced colleagues” (p. 7). Therefore, DePaul (2000) was positive about the outcomes of
teaming veterans and beginning teachers’ and called for veteran teachers to observe new teachers
teaching a class and on the other hand, give them the chance to observe veteran teachers during
their instructional time (p. 9).
Another segment of the observation component in the induction program is peer
observation. Dos Santos (2017) defined peer observation as the process in which “teachers select
co-workers who would attend and observe their classroom lesson(s). Subsequently, both
participants are encouraged to discuss the positive and negative aspects of the lesson” (p. 256).
Richardson (2000) states in the article “Peer Observation: Learning from One Another” that the
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likelihood of teachers exploring “a kernel of truth while watching a colleague use a unique
approach that they never even considered before” is extremely high (p. 15).
As stated in scholarly articles, the need for integrating the observation component into
new hire induction, is uniform across international borders. When Rufaida Alhamad (2018)
conducted a study employing mixed data collection method of surveying 150 and interviewing
five EFL novice teachers in Saudi Arabia, the findings indicated that observation is one of the
successful strategies to accelerate beginning teachers’ effectiveness. “Mentoring and observing
veteran teachers were perceived by the majority of participants (79% and 66%, respectively) to
be the most important induction strategy that helps mitigate the challenges new teachers face” (p.
56). According to Goldrick (2016),
the significance of the observation component is evident, as at least thirty two out of fifty
states in the United States articulate the need of classroom observation in state policies,
either by and/or of the beginning teacher. Out of these thirty states, at least 11 states have
defined a minimum number of observations that a mentor must implement for the
beginning teacher. (p. 21)
Collectively, these findings suggest that observation elements, integrated into wellstructured and comprehensive induction programs, can contribute to enhancing teacher
effectiveness.
Mentoring
“Just as all students deserve caring and competent teachers, all beginning teachers
deserve caring and competent mentors'' (Feiman-Nemser, 2001, p. 1036). Research indicates that
mentoring is the most critical component of a teacher induction program in providing guidance
and ongoing support for novice teachers (Feiman-Nemser, 2001; Goldrick, 2016; Huling et al.,
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2012; Ingersoll & Smith, 2004; Washburn-Moses, 2010). Washburn-Moses (2010) was more
specific stating that 45 states offered mentoring as a mandatory component of beginning
teachers’ professional development in 2009. Another form of mentoring support identified in the
literature reviewed was a buddy program, a loose form of mentoring. Stansbury and Zimmerman
(2000) defined buddy program as a low-intensity support to novices, in which “new teachers are
matched with veteran teachers whose job it is to ‘show them the ropes,’ such as how to obtain
supplies or send down the lunch count” (Stansbury & Zimmerman, 2000, p. 17).
In Minnesota, mentoring is not mandated, but highly encouraged by Minnesota Statute
112A.70 Teacher Mentorship and Retention of Effective Teachers, “School districts are
encouraged to develop teacher mentoring programs for teachers new to the profession or district,
including teaching residents, teachers of color, teachers who are American Indian, teachers in
license shortage areas, teachers with special needs, or experienced teachers in need of peer
coaching” (Minn. Stat. § 122A.70).
While mentoring is a dominant practice to develop highly effective teachers, the evidence
suggested that education stakeholders misinterpret the role of mentoring and believe that it is the
same as induction. For the purpose of clarity, Wong (2004) provided distinct differences between
mentoring and induction.
Induction is a process–a comprehensive, coherent, and sustained professional
development process–that is organized by a school district to train, support, and retain
new teachers and seamlessly progresses them into a lifelong learning program. Mentoring
is an action. It is what mentors do. A mentor is a single person, whose basic function is to
help a new teacher. Typically, the help is for survival, not for sustained professional
learning that leads to becoming an effective teacher. (p. 42)
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Teacher Support Partnership (2011) defined mentors a:s
educational leaders and agents of change who help increase the impact of professional
development on student learning through peer coaching, collaboration, and reflection on
practice. With well-prepared mentors, initial educators have the support they need to
become self-directed learners who are able to reflect on their practice and exhibit higher
levels of educational competence and confidence. (p. 32)
A mentor is a veteran educator with “a strong interpersonal skills, respect for multiple
perspectives and outstanding classroom practice” (Moir & Gless, 2001, p. 112) taking “a role of
a supporter, not evaluator” (Gardiner, 2012, pp. 204-205).
The variables of matching new teachers with mentors are largely clarified in researchbased literature. When Kilburg and Hancock (2006) conducted a large-scale study in Oregon,
they interviewed 149 mentoring teams in four different school districts as part of the study. The
study outlined a crucial importance of the mentor and mentee to share the same school, subject,
specialty area, or grade level. Other key findings from the study were the allocation of an
adequate time to observe the beginning teacher and conduct team meetings by the mentor. Along
with having common professional characteristics, observations, and mentor-mentee conferences,
having good communication and coaching skills and the ability to provide emotional support to
the beginning teachers, were reported as critical components to successful mentoring practice.
Based on the findings drawn from the exploratory case study, Sowell (2017) found three
important mentoring strategies that are relevant to the individual classroom content and context:
developing trusting relationships with the beginning teacher, guiding new teachers in increasing
classroom management, and sharing instructional strategies (pp. 130-132). Trusting relationships
implied focusing on teachers’ needs, being a resource for them, being available, so the teachers
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can approach and ask questions. “Sometimes the relationship meant being someone that teachers
could use as a ‘sounding board’ or ‘to vent to’ without having to worry” (p. 130). Some of the
other researchers who stressed on the importance of trust in mentee-mentor relationships are
Bullough (2012), Hudson (2013), and Glazer and Hannafin (2006). In the article “Mentoring and
New Teacher Induction in the United States: A Review and Analysis of Current Practices”,
Bullough (2012) recommended mentors to be mindful of the importance of maintaining positive
mentor-mentee relationships (p. 66).
In terms of guiding increased new teacher classroom management, Sowell (2012)
indicated “Helping the teachers understand the importance of taking charge of the classroom,
setting boundaries, and forming relationships with students were regarded as the most important
aspects of building classroom management techniques” (p. 132). As the researcher elaborated
about the mentor roles and expectations, she clarified that the mentor should guide the mentee to
allocate relevant resources, model effective classroom management techniques for the mentees
and co-teach. Similarly, Ormond (2011) suggested mentors to be present in the classroom to
provide authentic support to the beginning teacher. “Some support requires an immediate
physical presence or even intervention by the mentor, especially if the mentee is experiencing
classroom management issues” (p. 58). While in the classroom, varied activities can be
implemented to support beginning teachers. co-teaching, modeling, providing resources to
beginning teachers, planning lessons together, observing new teachers during instructional time
and giving critical feedback were also identified as helpful ways to support beginning teachers,
as suggested by the mentors participating in the study implemented by Sowell (2012). The
presence of the mentor in the classroom to ensure hands-on support for the beginning teacher
was also highlighted by Carver and Feiman-Nemser (2009). The authors believed that building
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content knowledge and developing pedagogical skills is more efficient if it happens right in the
classroom, as the mentor is able to provide the resources and help to the mentees based on the
unique needs, in the context of the teacher’s own classroom.
While the mentoring component is undoubtedly a diverse and essential component of the
novice teachers’ professional development, “mentoring, alone, is no substitute for a full program
of induction” (Bullough, 2012, p. 65).
Principal Role in the Induction Process
Implementing comprehensive, quality induction programming in school districts are
usually facilitated by induction leaders of various positions, such as special education directors,
special education coordinators, assistant principals, principals. For the purpose of this study,
principals were selected as research highlighted the important role of principals in the
implementation of induction programs (Alliance for Excellent Education, 2004; Breaux &
Wong, 2003; Johnson & Kardos, 2002). Anne Watkins (2011) stated in the article “The Role of
the Principal in beginning Teacher Induction” that “the positive impact of a leader who creates a
caring learning community focused on student success is evident to all, including beginning
teachers” (p. 1), and cited Susan M. Johnson and Sarah Birkeland’s study “Project on the Next
Generation of Teachers” findings “If given the choice between a school where they could earn a
significantly higher salary and one with better working conditions, teachers would choose the
school with better working conditions by a margin of 3 to 1” (Watkins, 2011, p. 1). Furthermore,
Bartell (2004) reported that without the support of principals at school, induction programs are
doomed to fail, thus principals
need to understand and be supportive of the efforts made on behalf of the new teacher at
their own sites. They should understand and support the goals of the induction program
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so that their own advice and counseling is consistent with the goals of the program and
the vision of teaching that is being promoted. They need to support those who will assist
and mentor the novice teachers at their own site. (p. 49)
In 2005, Ann Wood conducted a large-scale study to examine the role of principals
perceived by the acting principals, mentors, site coordinators and novices as well. The study
findings demonstrated the following roles of principals in implementing robust induction
programming: culture builder, instructional leader, coordinator/facilitator of mentors, novice
teacher recruiter, and novice teacher advocate/retainer (p. 39). In addition, teacher induction
experts, Brock and Grady (2005) identified the following specific roles of the site principals,
●

To inspire teachers to improve their instructional practices.

●

To identify teachers’ professional development needs through observations, surveys,
conversations and requests.

●

To facilitate the delivery of learning activities that will fulfill teachers’ development
needs.

●

To provide teachers with necessary resources, recognition, and rewards.

●

To establish an environment that supports collegiality and collaboration. (pp. 120121)

The critical role of principals in the induction program was further examined by New
Teacher Center (2016) in the article “Role of the Principal in Beginning Teacher Induction.” Out
of the core tasks, listed in the article, particular success to the induction program is brought by
principals who:
●

Are aware of the challenges beginning teachers face, especially the six “attitudinal
phases” (anticipation, survival, disillusionment, rejuvenation, reflection, and
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anticipation) that new teachers experience during their assimilation to the teaching
profession.
●

Know the strategies and tools that comprise mentor and beginning teacher work
(observing and giving feedback, analyzing student work, accessing school and
community resources, planning lessons).

●

Understand the components of an effective induction program and integrate them into
the overall school goals and professional development plans.

●

Implement teacher assessment by aligning professional goal setting and assessing
beginning teachers’ professional growth and effectiveness.

●

Influence the system by advocating for teachers’ rights and making sustainable work
conditions. (p. 1)

As can be seen from the literature reviewed regarding the central role of principals in a
teacher induction program, principals can support beginning teachers from different angles and
bring vital contributions to the program implementation.
Additional Characteristics of Successful Induction Program
Identified in Research
In addition to the components of effective teacher induction programs identified by Harry
Wong (2004), there are additional characteristics that the scholars consider as integral parts of
teacher induction programs. Below are some additional components discussed in depth.
Formative Assessment and Instructional Feedback
While many models for comprehensive induction programs exist, the New Teacher
Center (NTC) in Santa Cruz, CA, a national non-profit, leads the field in current research and
work across the country (American Association of State Colleges and Universities, 2006).
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According to the New Teacher Center (2012), if induction programs are to be successful,
formative assessment and instructional feedback need to be in place (p. 17).
Goldrick (2016) further defined the characteristics of a quality formative assessment
component. He suggested that the formative assessment that is “ongoing, responsive to teacher
developmental needs, collaborative, aligned with professional teaching standards, and based on
multiple data sources” (p. 21), drives beginning teachers towards reaching an instructional
excellence, establishes professional norms of inquiry and continuous learning, gives the
beginning teachers an opportunity to explore their strengths and the areas for professional
growth.
Feiman-Nemser (2001) contradicted this view by citing Huling-Austin (1990)’s opinion,
as one of the critical opponents of the assessment element offered to the beginning teacher (p.
1032). According to Feiman-Nemser (2001), Huling-Austin (1990) argued that:
new teachers, eager to make a good impression, will be reluctant to share problems and
ask for help if they have to worry about being evaluated. They pointed out that high
stakes evaluation for purposes of licensing or continued employment is traditionally an
administrative function. (p. 1032)
Even though the argument seems logical and legitimate, Feiman-Nemser (2001) supported the
idea of providing formal assessment to the beginning teachers “New teachers and those
responsible for their learning need a defensible basis for deciding what to work toward and some
means of determining how they are doing. This is the role of formative assessment” (p. 1033).
One factor Feiman-Nemser (2001) was cautious about, in regard to linking induction and
different types of assessments “is the possibility that states and districts will adopt new
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assessments and licensing standards without providing adequate resources to help new teachers
learn to meet those standards in practice” (p. 1032).
Actionable, frequent, and ongoing feedback is also as identified critical to supporting
inductees to become more proficient in their teaching role. “While beginning teachers may get
some such feedback through formal job performance evaluations, most of those systems do not
provide as many ‘touch points’ as a strong induction program can” (Goldrick, 2016, p. 22). The
author called for the mentors to “understand the ‘theory of action’ on how feedback helps
teachers grow and provide the types of feedback and cognitive coaching that strengthens
instruction” (p. 22). As Goldrick (2016) reported, approximately 36 states integrate formative
assessment of teaching practice and feedback in their induction policies (p. 22).
New Teacher Seminars/Workshops
When reviewing empirical studies and scholarly literature regarding induction
programming, it was revealed that some of the components of the induction program are more
concentrated on, while little attention is given to others. For instance, the studies about the
mentoring component, principal enrollment in the program and the contribution induction
programming brings to student achievement is abundant, however the research about modeling,
observations and new teacher seminars/workshops are limited.
New Teacher Seminars/Workshops is another element of the induction program in which
Goldrick (2016) drew attention. According to Goldrick, New Teachers Seminars/Workshops
need to address various topics, such as classroom management, content or program knowledge,
curriculum and assessments, differentiated instruction, lesson planning, and data usage for the
improvement of the instruction (p. 22).
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Feiman-Nemser (2001) suggested providing seminars on a monthly basis to first and
second year teachers. She believed that the seminars need to serve as a vital and unique forum
for novices to share successes and challenges with each other, draw attention to teaching
standards and “topics such as literacy, language development, and strategies for working with
diverse teaching populations”, and focus on short and long-term goals of their professional
development (p. 1035). Fresko and Alhija (2015) explored the impact of the year-long seminars
proposed to new teachers in the framework of induction programming in Israel. A large-scale
study involved surveying 378 new teachers and 29 seminar leaders, interviewing 16 new teachers
and 14 seminar leaders and observing 20 seminar meetings. As a follow-up of their research,
Fresko & Alhija (2015) reported:
According to the literature, teachers come together in professional learning communities
to share and critically examine their practice, develop their knowledge base,
collaboratively deal with common issues, and provide one another with moral and
professional support. The induction seminars examined here displayed all of these
activities to varying degrees, with a particular emphasis on moral and professional
support. In fact, the main contribution of the seminars appeared to have been in the
affective domain: seminars served mainly as safe havens in which new teachers could
express their feelings, frustrations, and deliberations without fear of judgment. (p. 45)
The other two factors based on the study findings to determine the contribution of the
seminars to new teacher development were (p. 46):
●

Interacting with the colleagues outside of the school setting.
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●

Establishing professional networks with the teachers of the same level of experience
for open discussion regarding the challenges and frustrations new teachers experience
at school.

Fresko and Alhija (2015) referred to seminars as “complementary induction components,
whose main objectives are to enable the sharing of emotions with peers alongside professional
development” (p. 46). After observing the content of the seminars within the framework of the
study, the scholars suggested induction seminar leaders to understand the shift that new teachers
go through over the period of time and design the seminars based on their needs. As Fresko &
Alhija (2015) stated:
In the beginning, new teachers were concerned with difficulties that had more emotional
than professional overtones: how to deal with and how to cope with discipline problems.
Gradually their concerns became more professional, and they raised topics related to
instruction, assessment, and professional identity. This shift in focus is consistent with
changes in new teachers’ concerns as described in the literature (e.g., Herrington et al.,
2006): new teachers tend to move from concern with their own daily survival to more
professional concerns and to focus more on their learners than on themselves. (p. 46)
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Reduced Teaching Load and Release Time
Beginning teachers need a sufficient amount of time to refine their teaching skills. Having
a full-time teaching load at school limits novice teachers’ opportunities to develop professionally
and learn teaching efficiently (American Federation of Teachers, 2001; Carver-Thomas &
Darling-Hammond, 2017; Feiman-Nemse, 2001; Goldrick, 2016).
Nowadays many scholars advocate for the need of reducing the teaching load and
providing release time for the beginning teachers (Algozinne et al., 2007; Goldrick, 2016).
Regarding teachers, the American Federation of Teachers (2001) stated:
In order to hone their professional skills, novices need both the time and the opportunity
to observe other teachers teach, confer with colleagues, work with their mentors, and
reflect on their own teaching. In this same vein, beginning teachers should not be given
the most challenging assignments. To the extent possible, novices should have teaching
assignments that give someone with fledgling skills the chance to succeed. (p. 3)
Howey and Zimpher (1999) recommended a reduction of teaching load or sharing classroom
assignments, as beginning teachers need more time to work with a mentor in the assessment of
their teaching (p. 298). The American Institute for Research (2015) highlighted the importance
of providing release time from instructional and non-instructional duties:
protected release time makes it more likely that classroom observations will take place,
mentors and beginning teachers will meet, and beginning teachers will participate in
training. Release time can be used by beginning teachers to attend seminars, work with
mentors, or observe other teachers. (p. 10)
Goldrick (2016) reported that states such as Maryland and Massachusetts encourage a reduction
in the teaching load of beginning teachers. North Carolina proposes educational leaders to ensure
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that teachers spend limited time on preparations, non-instructional duties and eliminate
extracurricular assignments unless requested from the beginning teacher. Colorado, New York,
and Virginia require releasing beginning teachers from instructional duties and giving them extra
time for planning in case the setting is challenging (p. 22).
Outcomes of Teacher Induction Programs
According to scholarly literature, the implementation of exemplary induction programs
enhances beginning teachers to become more effective teachers in the classrooms, raise selfefficacy and accelerate the process of becoming teacher leaders. Furthermore, teacher induction
programs increase the likelihood of students’ academic performance, reduces stem attrition rates,
and helps contribute to establishing a positive culture and climate in school.
The following pages discuss the outcomes of implementing robust teacher induction
programs found in the literature reviewed.
Teacher Induction on Student Achievement
Researchers articulated that the goals of teacher induction programs are not only
supporting teachers in expressing professional dispositions, teaching in classrooms, and retaining
them at schools, but also empowering them to that extent that they realize their responsibility
towards each student in the classroom and take accountability for the achievement of the
students. “High expectations, knowledge of how to create equitable learning experiences, and a
firm belief in the power of the classroom teacher to affect student learning must be at the heart of
every induction program” (Moir & Gless, 2001, p. 111).
In 2014 the New Teacher Center received a U.S. Department of Education’s investing in
Innovation (i3) Validation grant, which gave the center an opportunity to implement induction
programs at the following sites: Chicago Public Schools (CPS) in Illinois and Broward County
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Public Schools (BCPS) in Florida. In 2017 Young et al. examined the impact of New Teacher
Center (NTC) induction model on teacher practice and student achievement and observed that
the following components of the induction programs demonstrated significant impact on student
learning achievement:
●

High-quality, trained instructional mentors,

●

Frequent job-embedded feedback focused on instruction and delivered face-to-face,

●

Small mentor caseloads (no more than 15 teachers per mentor),

●

NTC’s formative assessment system to guide instruction and student supports,

●

Consistent data for program improvement.

In addition, the study revealed that new teachers who participate in the induction program
increase student achievement in grades four to eight by up to four months in ELA/reading and up
to 5 months in math (Young et.al., 2017, pp. 1-5).
An extensive body of research reported the contribution a quality teacher can bring to
students’ learning and achievement, as invaluable (Kaplan & Owings, 2004; New Teacher
Center, 2015; Wong, 2004). According to New Teacher Center’ policy (2007) New Teacher
Support Pays Off: A Return in Investment for Educators and Kids, the academic learning of the
student at school is the most significant factor demonstrating the quality of a child’s teacher (p.
1). According to Goldrick (2009) “what teachers know and can do is the most important
influence on what students learn” (p. 1). Likewise, In the book Developing a Teacher Induction
Plan, Brock and Grady (2005) highlighted a tremendous role of a qualified teacher by stating “If
well-trained, competent, caring teachers were present in every classroom, we would witness a
staggering increase in student achievement, motivation and character improvement, along with a
marked decrease in discipline problems” (p. 6). Wong (2004) was more specific by clarifying
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that “differences in teacher quality account for more than 90% of the variation in student
achievement” (p. 1). One of the areas Holt (2011) examined was the extent of the relationship
between the second-year teachers’ engagement in some of the induction components and student
learning performance measured by performance on state standardized tests. The other factors
Holt (2011) attempted to explore were the perceptions of second year high school teachers
regarding the induction components and perceptions’ relation to student achievement in their
classrooms (p. 13). The findings from the study revealed that the participants did not get
adequate support from the district and their induction experience was not successful. Hence,
analyses of the findings did not result in a significant correlation between engagement and
student achievement or perceived impact on student achievement “In addition, engagement and
perceived impact did not provide evidence of predictability” (p. 91).
Hanushek, Kain, and Rivkin (2001) found that the magnitude of the teacher effect is
striking. Based on research in Texas, the importance of having an effective teacher
instead of an average teacher for 4 or 5 years in a row could essentially close the gap in
math performance between students from low-income and high-income households.
When he was at the University of Tennessee, William Sanders (1996) concluded that the
children who had the most effective teachers 3 years in a row posted academic
achievement gains that were 54% higher than the gains of children who had the least
effective teachers 3 years in a row. (Wong, 2004, pp. 41-42)
As Bartell (2004) stated in her book Cultivating High Quality Teaching Through
Induction and Mentoring, “The Consortium for Policy Research in Education found that roughly
1% of education spending goes toward staff development.” She suggests raising the figures from
1%cent to about 7% of a total budget. Bartell (2004) backed the need to raise the investment in
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teacher development by “bringing The National Staff Development Council’s opinion of
spending 10% of school dollars on staff development.” If induction activities challenge teachers
to critically examine their own practice and reflect on what their students are learning, we can
help students by helping their teachers” (p. 24).
Evidently, it would be a wise decision to enhance teachers professionally at any cost, in
order to get positive outcomes in bringing students to a high academic level.
Teacher Retention
The National Center for Education Statistics reported roughly 3.6 million full-time
teachers were delivering classroom instruction in 2017 (retrieved from http://nces.ed.gov/
fastfacts/display.asp?id=28). While the data regarding the teachers delivering instructional
practices in the United States is impressive at a glance, the reports indicated an alarming attrition
of teacher professionals. Castro et al. (2018) released a report identifying: “In 2012, about 16%
of the teacher workforce, or almost 500,000 teachers, left their school each year, with one-half of
those leaving the teaching profession (leavers) and one-half switching schools (movers)” (p. 1).
Similarly, Goldring, Taie, and Riddles (2014), the authors of Teacher Attrition and mobility:
Results from the 2012-13 Teacher Follow-Up Survey, National Center for Education Statistics,
documented a gradual increase of the percentage (from 6% to 8% over a period of time) of
teachers leaving the professions between the periods of 1989 to 2013 (Carver-Thomas &
Darling-Hammond, 2017, p. 3).
Scholarly sources cited several factors, such as retirement, competitive salaries, excessive
workload, poor leadership and school factors as class size, poverty level or transfer to other
schools as an explanation to some of this attrition (Brill & McCartney, 2008; Carver-Thomas &
Darling-Hammond, 2017; Imazeki, 2005; Krasnof, 2014; Smith & Ingersoll, 2004). In addition,
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Smith and Ingersoll (2004) named inadequate preparation and lack of support for new teachers
among the primary reasons to have a high teacher turnover (p. 38).
A 2004 study by Smith and Ingersoll, examining beginning teachers’ perceptions
regarding the impact of induction activities on their decisions to stay in the professions,
highlighted a positive impact of the following induction components on beginning teacher
retention: mentoring, collaboration and planning time with other teachers, seminars, and
administration support (p. 35).
Similarly, Brill and McCartney (2008) observed a 26% reduction in the teacher attrition
rate in California within just 2 years due to strong administrative leadership. The other
characteristics influencing lower teacher attrition rates that Brill and McCartney (2008) named
were faculty development, strong mentoring supervision and preparation programs (pp. 750774). Basha Krasnof (2014) stated that a survey of 2,000 current and former teachers consistently
identifies five factors as reasons for remaining in their classrooms and schools:
●

Time to collaborate with colleagues to plan and participate in professional activities,
which allows colleagues to learn from one another and reduces isolation.

●

Job-embedded professional development planned collaboratively with other teachers
and leaders to target instructional strategies and other content immediately applicable
to their practice.

●

Sense of autonomy to exercise authority in their classrooms and participate in the
decision-making process at the school level.

●

Time to interact with supportive educational leaders in a reciprocal relationship of
respect, support, and involvement in leadership opportunities.
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●

Opportunities to provide input regarding student learning outcomes as part of a
professional learning community where teachers question and discuss student needs,
subject matter, assessments, equity and access, and generate local knowledge. (p. 25)

Darling-Hammond (2010) identified additional components to create a bigger picture of
teacher induction impact on teacher retention. She suggested mentoring and support as vital
strategies together with salaries, working conditions, teacher preparation, and incentives to retain
novice teachers in the district (p. 20). After analyzing each of the strategies individually,
Darling-Hammond (2010) concluded”
As a number of studies have found, there is a magnetic effect when school systems make
it clear that they are committed to finding, keeping, and supporting good teachers as a
primary focus of school and district management. In urban centers just as in suburban and
rural districts, good teachers gravitate to places where they know they will be
appreciated. They are sustained by the other good teachers who become their colleagues,
and together these teachers become a magnet for still others who are attracted to
environments where they can learn from their colleagues and create success for their
students. Effective leaders and policymakers create great school environments in which
accomplished teaching can flourish and grow. (p. 27)
Induction and Self-Efficacy of Novice Teachers
A Canadian-American psychologist, known as one of the biggest contributors to the field
of Education, Albert Bandura (1994) defined the concept of perceived self-efficacy as “the belief
in one’s ability to influence events that affect one’s life and control over the way these events are
experienced” (p. 2). Bandura (1994) emphasized the significance of high self-efficacy as:
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People with high assurance in their capabilities approach difficult tasks as challenges to
be mastered rather than as threats to be avoided. Such an efficacious outlook fosters
intrinsic interest and deep engrossment in activities. They set themselves challenging
goals and maintain a strong commitment to them. (p. 2)
Hence, based on Bandura’s theory, it is natural that the field of education urges the teachers to
develop high self-efficacy.
Krasnof (2014) investigated that the acquisition of teacher knowledge, skills, and the
sense of feeling competent to do the job well, raises a sense of self-efficacy (p. 24). Similarly,
Unruh and Holt (2010) found in their study in an urban school district in a large metropolitan
city, that teachers with an induction program experience rate their overall efficacy in the
classroom higher than their counterparts without the opportunity to be involved in the induction
program (pp. 3-14).
Munshi (2018) conducted qualitative research to study the impact of induction programs,
specifically mentoring and professional development components, on novice teachers with
regard to self-efficacy and instructional practices. Based on the findings drawn from the
research, novice teachers demonstrate more confidence and have better understanding of their
role in creating learning opportunities for their students when they are engaged in consistent and
structured professional development opportunities and collaborate with grade-level colleagues
and the mentoring support is intense, well-planned, and on-site (p. 155). According to Sherri
Latonya Henry’s (2016) research findings, there is a significant relationship between beginning
teachers’ perceived effectiveness of the induction program and their self-efficacy. The beginning
teachers’ level of self-efficacy is higher when they have a stronger sense of the induction
program and it is also constant throughout the academic year (p. 85).
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Based on the findings from the studies reviewed in this section of literature review, it is
evident that by sharing common experiences, seeking support from experienced educators, and
focusing on professional development, school districts have the opportunity to promote teacher
self-efficacy (Hur & Brush, 2009).
Induction and School Climate
Scholars have reported the necessity of a positive school climate. According to Goldrick
(2016), school climate is important for educators to feel appreciated, trusted and empowered to
collaborate (p. 39). American Institute for Research (2015) defined positive climate and culture
as the environment “that fosters respectful, trusting, and caring relationships throughout the
school community, no matter the setting. Collaboration is encouraged; decision making is
shared; people are engaged and respected; and they work together to develop, live, and
contribute to a shared vision” (p. 3).
While establishing a positive school climate is significant, it is also essential to support
new teachers to explore and understand the school culture (Brock & Grady, 2006) as “School
culture is unwritten, making it difficult for newcomers to learn. The school culture and the
teacher may not be a good match” (Brock & Grady, 2005, p. 36). Feiman-Nemser (2003)
suggested implementing induction programming at school as it is the process of “helping new
teachers fit into the existing system” (p. 3). Similarly, Brock and Grady (2005) emphasized the
role of the induction program in supporting novices to adapt to school culture, as induction is “a
process that teaches the social and cultural practices that center on learning, what it means to be a
learner, and what it means to help others learn” (p. 32). Some of the areas that Feiman-Nemser
(2003) proposed that induction leaders examine regarding the process of enculturation of novice
teachers include: explicit and implicit messages new teachers receive in the school or school
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district; collaboration among colleagues, administration and students as an important factor to
remain motivated to develop professionally; and the credibility of induction leaders to set the
climate for the teachers initial years to be a period of survival or a phase of constructive learning
(p. 3).
Induction and Teacher Leadership
“Students and their families and communities need teacher leaders who initiate change,
much like today’s reformers who are calling for education entrepreneurs to improve teaching and
learning” (Berry et al., 2013, p. 5).
Believing in the power of leadership, Lambert (2003) stated that “everyone has the right,
responsibility and capability to be a leader” (p. 38). Moreover, she suggested that leadership
must be a professional duty for the individuals working in the schools (p. 37). Lambert (2003)
stressed the importance of developing leadership capacity by taking responsibility not only for
your own learning but clarified that the adult learning environment in the school and district, is
“the most critical factor in evoking leadership identities and actions” (p. 39). Adult learning was
defined as “the notion of learning together, and the construction of meaning and knowledge
collectively and collaboratively” (Lambert, 2003, p. 6). Hence, if we analyze Lambert’s
statement regarding adult learning and its impact on accelerating teacher leadership skills, it can
be summarized that new teachers have the opportunity and the power to be teacher leaders.
Quality induction accelerates the process for the novices to expose their leadership capabilities
and become teacher leaders. Likewise, the New Teacher Center (2015) suggested that successful
induction programs not only enhance teachers’ professional development, but also foster new
teacher leadership (p. 1). Stanulis et al. (2007) also demonstrated induction programs as an
“opportunity to launch the community of strong teachers later transformed as leaders in their
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schools, districts, and the broader educational community” (p. 137). Carver and Meier (2013)
reported that when teachers have adequate training and enough time to focus on their
professional development, they can build their leadership capacity. Gilles, Wang, Fish, and
Stegall (2018) examined the perceptions of 227 former induction program participants through
qualitative survey and found that teachers who have had an opportunity to participate in the
induction program have been nurtured to transition to various teacher leadership roles.
Examining the data, we conclude that during the program mentors demonstrate to novice
teacher leader characteristics, as they share best practices, model professionalism, and
offer support. They normalize that leadership is simply a part of good teaching. When the
participants graduate and work in classrooms, many draws upon their induction
experiences and emerge as teacher leaders. (p. 455)
In 2016, Dr. Bergren-Mann implemented a comprehensive study An Evaluation of Novice
Teachers’ Perceptions Regarding Teacher Induction and Teacher Leadership. The researcher
surveyed second- and third-year teachers from public schools in Minnesota, with 2 years of
induction experience. The study findings indicated that the majority of novice teachers either
identified themselves as teacher leaders or perceived themselves as prospective teacher leaders in
their third year of teaching by:
●

learning from other teachers,

●

being supported by other teachers,

●

believing that their principals regard all teachers as leaders,

●

agreeing that their school culture encourages leadership for all teachers,

●

perceiving that their principals support them as leaders,
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●

being provided with time to build teacher leadership skills, and

●

being provided with opportunities to build collaboration skills.

Some of the teacher leader attributes that beginning teachers developed with the
opportunity to participate in induction programs were communication skills, acceleration of
teaching practice quality, confidence in delivering instructional practice, problem-solving
characteristics, independence, flexibility, and optimism (pp. 125-138).
The Barriers to Teacher Induction Programs’ Success
While research identified teacher induction programs as critical to professional
empowerment of novice teachers, according to Goldrick (2016) the states across the United
States make slow progress in implementing the program efficiently (p. I). He reported that most
states are limited in meeting the differential needs of new teachers due to the lack of vital
resources like principal support, professional development and growth opportunities both for
novices and mentors, as well as the presence of quality standards for induction program
implementation. Several states do not also ensure the provision of adequate mentoring service for
beginning teachers. Further, several states have poor policies in place. Goldrick (2016) found
many barriers that could impede the success of induction program implementation. The major
barriers are presented in this section of literature review.
Requirement–Out of the 50 states only 29 states provide some support to new teachers.
Fifteen states offer induction programs to new teachers in their first and second year of teaching.
The majority of states limit the induction programming to 1 year or completely decline programs
(p. IV). In Minnesota, most school districts (84%) offer induction program opportunities to first
year teachers. The opportunities are significantly lower for the second (33%) and third year
teachers (18%) (New Teacher Center, 2015, p. 4).
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Funding–Implementing quality, robust teacher induction programming in the school
districts requires a subsequent amount of spending for the novice teachers. The costs can be
related to a wide range of needs, starting from professional development workshops to a release
time for mentor-mentee, collaborative meetings etc., materials and many more (Goldrick, 2016,
p. 29). Allocating funding for human and material resources remains one of the primary
challenges for the states in America to offer induction programs to the novices.
Sixteen states provide funding for induction or mentoring in 2015-2016, one fewer state
than in the 2010-2011 school year. However, only 11 of these states provide resources
statewide or operate state-level programs; the other five operate competitive or otherwise
limited grant programs and some states still reserve all such funding for mentor stipends.
(Goldrick, 2016, p. VII)
Quality Mentoring–By 2016, nearly 30 states established professional dispositions’
criteria for effective mentors and mentoring. In order induction programming to be highly
effective, Goldrick (2016) urged for the need to establish coherent and consistent criteria across
all the states in the U.S. Rejecting the outdated “buddy system” type of mentoring, Goldrick
(2016) recommended the states to ensure the engagement of mentors in professional
development seminars or workshops (pp. 12-13).
Evaluation and Assessment–Inconsistency or lack of annual evaluation process both at
state and local level is another barrier impeding the success of induction programming. “These
program assessments should include an annual survey of all new teachers and perhaps mentors
and principals about their support and how it might be improved” (Goldrick, 2016, p. VIII).
Program Quality–When implementing quality induction programming, scholars suggest
including multiple components. Wong (2004) recommended to incorporate seven characteristics

77
in induction programs, such as orientations, professional development, collaboration,
administrative support, modeling, and observations. In addition, Goldrick (2016) named
classroom observations, formative assessment system, and collaboration (professional learning
community or beginning educator peer network) and reduced teaching loads, as key components
to accelerate beginning teachers’ professional effectiveness (p. 21).
Eleven states’ policies (California, Delaware, Hawaii, Idaho, Maryland, Massachusetts,
New Jersey, North Carolina, Ohio, Oregon, South Carolina) address three key induction
program elements: (1) classroom observations of and by beginning teachers; (2)
formative assessment of or feedback on teaching from mentors; and (3) participation in a
professional learning community or beginning educator peer network. The Alaska
Statewide Mentoring Project formatively assesses teachers, conducts monthly classroom
observation and uses online forums for new teachers—but these elements are not
included in state policy. (Goldrick, 2016, p. 23)
Certification/Licensure–The process of becoming a certified or licensed teacher, does not
include the mandatory engagement in induction programming. As Goldrick (2016) reported, at
least 24 states mandate novices to participate in induction programming as part of teaching
licensure journey (p. 33).
The absence of support to administrators–Unfortunately, school administrators in many
states are not supported in terms of strengthening their knowledge and competencies in
implementing a successful induction programming for beginning teachers.
Twenty states require some form of professional support for all new school principals.
Six states (California, Delaware, Hawaii, Missouri, New Jersey, Vermont) meet this
criterion by requiring induction or mentoring for every first- and second-year school
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administrator. Delaware is the only state that requires three years of support for new
principals and school administrators. (Goldrick, 2016, p. 9)
As Moir and Gless (2001) reported, induction programs are powerful sources to bring
vital changes and professional refreshments in the history of public education (p. 111). “The
bottom line is good teachers make the difference. Trained teachers are effective teachers.
Districts that provide structured, sustained training for their teachers achieve what every school
district seeks to achieve–improving student learning” (Wong, 2004, p. 55).
Summary
Historically, it has been evident that the raising of the demands and the requirements in
the education field, challenges and the expectations, prompted the implementation of teacher
induction programming, which Wong (2004) defined as “a system wide, coherent,
comprehensive training and support process that continues for 2 or 3 years and then seamlessly
becomes part of the lifelong professional development program of the district to keep new
teachers teaching and improving toward increasing their effectiveness” (p. 42).
Even though many states in the United States do not mandate the implementation of the
induction programming for the beginning teachers, these programs have proved beneficial to the
teaching profession.
This literature review synthesized the notion of teacher induction, its evolution over the
time and the contribution to the field of education. In addition, the chapter reviewed multiple
studies and scholarly articles regarding the outcomes of these programs and the barriers
identified to successfully implement teacher induction programs in schools. The literature on
teacher induction and its background, key components and outcomes are highlighted throughout
the review. The empirical studies and scholarly articles were selected from the pool of a larger
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literature review identified in order to provide clarity about the implementation and sustainability
of induction programs.
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Chapter III: Methodology
Introduction
The purpose of Chapter III is to introduce the research methodology for the quantitative
study examining teachers’ perceptions of the extent and the quality of the implementation of
teacher induction programs based on three characteristics, collaboration, mentoring and principal
support, as well as the outcomes of participating in teacher induction programs.
As summarized in the literature review, to accelerate beginning teachers assimilation to
teaching profession, and strengthen their instructional and social capabilities, induction leaders
are encouraged to develop sustainable teacher induction program that are system-wide,
structured with multi-component characteristics, and adapted to the individual needs of the
teachers new to the field for at least 2 to 3 years (Bartell, 2004; The College Board, the New
Teacher Center and Phi Delta Kappa, 2010; Wong, 2004).
The study examined the perceptions and beliefs of the quality of the implementation of
teacher induction programs based on three characteristics of effective teacher induction
programming, collaboration, mentoring and principal support, as identified by Harry K. Wong
(2004), and the benefits of engaging induction programming. The study participants were K-12
public school teachers who have completed 1 to 3 years of teaching and at least half an academic
year of teacher induction experience in select Minnesota public schools. The findings from the
study may contribute to research regarding teacher induction programs. The findings may also
provide data to education leaders on whether their districts’ induction programs are consistent
with best practices found in the literature review. In addition, the study may also offer guidance
to school district leadership teams to better support beginning teachers through the
implementation of quality induction programs.
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Induction programs for beginning teachers have advanced with each generation of
teachers. The recognition of induction programs evolved in the1990s when Florida implemented
a state level induction program. Florida was followed by other states that also implemented
programs at the state level (Wood & Stanulis, 2009). Initially, the induction programs aimed to:
help novices acquire the competence of experienced teachers more thoroughly and be
socialized into district and school culture more quickly. These programs also aimed at
increasing beginning teacher satisfaction and reducing the high proportion of beginners
who were known to drop out of teaching during the first few years on the job. (Arends &
Rigazio-Digilio, 2000, p. 3)
After a decade, the induction programs were adopted by several states. Induction programs
became more organized and included the components of observations and professional
development (Wood & Stanulis, 2009). Between 1990 and 1996 induction programs continued to
become more refined, developed, and structured. Together with the existing components,
formative assessment also became an integral part of the induction program (Wood & Stanulis,
2009, p. 2). According to Fideler and Haselkorn (1999) “Seventy-five percent of state-initiated
induction programs had a formative assessment system; 100% had a mentoring component; and
50% offered new teachers professional development activities” (as cited in Wood & Stanulis,
2009, p. 3).
The New Teacher Center (2015) reported that:
the states have made only limited progress over the past several years. A small handful of
states have taken clear steps forward in improving multiple areas of state policy that can
lead to greater support for new teachers and principals. Several states have made progress
in specific areas of new educator induction. (p. I)
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Data regarding support for beginning teachers in the United States, provided in the New
Teachers’ Center 2016 report indicated that of the 50 states, only 29 ensured the provision of
some type of induction for novice teachers; 15 states mandated novice teachers to engage in the
induction program in their first and second years of teaching; and some states provided no
induction support for the teachers at all (p. IV).
State education leaders are not consistent in articulating the importance of teacher
induction and teachers across the United States do not have equal opportunity to experience
induction success and benefits from the program (Bergren-Mann, 2016; Goldrick, 2016; Wood &
Stanulis, 2009). According to Nasser-Abu Alhija and Fresko (2016) “Variation expresses itself in
duration, program components, funding sources, operation, target population, intensity, and
comprehensiveness” (p. 16).
Research for the study was conducted in the state of Minnesota. The Teacher Support
Partnership (2011) in the Minnesota Educator Induction Guidelines referred to the state of
Minnesota as one of the leading education hubs with high quality teachers and indicated the need
of provision sustainable support to the educators in their initial preparation, induction, and
ongoing professional development stages (p. 2). Minnesota’s commitment toward teacher
professional empowerment was reported the following way
Many school districts across the state have embraced the challenge of creating induction
opportunities. Even in the face of declining resources and rapidly changing
demographics, educators in urban and suburban schools, large and small districts,
traditional and charter schools, have been working to develop orientations, mentoring
programs, and other professional learning opportunities for Minnesota’s educators. But
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all of Minnesota’s educators do not yet have access to high quality induction
opportunities–and some have no access at all. (Teacher Support Partnership, 2011, p. 2)
As the New Teacher Center (2015) indicated in the report Strengthening Teacher
Induction Program in Minnesota, implementing induction or mentoring support is not mandatory
but a recommended method of teacher development in Minnesota. School districts are
encouraged “to develop mentoring programs for teachers new to the profession and district. State
law directs school districts to develop a probationary teacher peer review process that may
include trained observers serving as mentors or coaches” (p. IV). The report also described the
most up-to-date picture of the program implementation in Minnesota.
As in the rest of the nation, the presence of some form of induction in schools and
districts is the norm across Minnesota. But there is inequitable access to this assistance,
and it is variable across districts. The majority of Minnesota induction programs only
support first-year teachers. Of the 251 school districts that reported having an induction
program in the MDE’s 2012-13 Staff Development Report, only one third offered
induction support that continues through teachers’ second or third year on the job. (p. 8)
Teacher Support Partnership (2011) cited preliminary findings of a statewide survey
implemented by Bertucci (2008), “The most common challenges reported by the districts for
implementing and maintaining a high-quality induction system was ‘lack of adequate funding,’
‘budget cuts,’ and “more pressing issues in the district” (Teacher Support Partnership, 2011, p.
13).
Out of the seven components, suggested by Wong (2004) three characteristics of teacher
induction programming have been chosen for the purpose of the study. The selected induction
program components were collaboration, mentoring and principal support.
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Research Questions
Research questions for the study emerged from the conceptual framework aligned with
the components of successful teacher induction identified by Harry Wong (2004) and the
outcomes of engaging in teacher induction programs, reported in the literature review. The study
had three guiding research questions:
1. What did K-12 novice teachers in select Minnesota school districts report as the extent
to which collaboration, mentoring and principal support were implemented in teacher induction
programs?
2. What were select Minnesota public school districts’ K-12 novice teachers’ perceptions
regarding the quality of the implementation of induction programs characteristics, collaboration,
mentoring and principal support?
3. What did K-12 novice teachers in select public schools in Minnesota report as the
impact on their teaching performance of their teacher induction programs?
Research Design
The study adopted quantitative, descriptive research by surveying K-12 public school
teachers who have completed one to three years of teaching and at least half of an academic year
of teacher induction experience in select Minnesota public schools.
Patricia Leavy (2017) defined quantitative research design as “characterized by deductive
approaches to the research process aimed at proving, disproving, or lending credence to existing
theories” (p. 9). According to her, quantitative research is justifiable when the researcher’s
purpose is to explain or evaluate. According to Kothari (2004) descriptive research includes
surveys and fact-finding enquiries of different kinds. The major purpose of descriptive research
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is the description of the state of affairs as it exists at present (p. 2), the main characteristics of
this method is that the researcher has no control over the variables (p. 3).
The research questions were aligned to the conceptual framework (Figure 1.1
Framework of the Teacher Induction Program Elements and the Outcomes of Implementing
Teacher Induction Programs) constituting of two elements: the components and the outcomes of
teacher induction programs. The quantitative, online survey, distributed in an email message to
the selected study participants, was also aligned to the afore-mentioned framework (see
Appendix A). Data were collected from K-12 public school teachers who have completed 1 to 3
years of teaching and have at least half of an academic year of teacher induction experience in
select Minnesota public schools.
Data were collected to determine whether three components of induction programming,
collaboration, mentoring and principal support, have been implemented effectively in public
schools in Minnesota consistent with the best practices identified in the research by examining
beginning teachers’ perceptions and experiences regarding their participation in teacher
induction programs in Minnesota public school districts. Data collected also identified the
perceived impact of the implementation of induction programs on the beginning teachers’
professional development, and instructional and non-instructional performance at school. A
survey was utilized as an instrument to collect the data as “the purpose of a survey is to describe
the opinions, behaviors, or characteristics of a population of interest” (Slavin, 2007, p. 105). As
the tool to measure induction program implementation practice in Minnesota was not found, the
survey was developed by the researcher based on the concepts derived from the extensive
literature review.
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Instrumentation
The study instrument was the Survey Monkey online survey tool (Appendix B). The
instrument designed by the researcher was aligned to the framework of the study “Components
and Outcomes of Teacher Induction Programs” and the research questions. Survey questions
were generated based on the article Induction Programs That Keep New Teachers Teaching
written by Harry Wong (2004), as well as the information obtained from literature reviewed.
Gay et al. (2012) recommended ensuring that the questions for the intended respondents
have “clarity, consistency, and tact” (p. 9). To reduce the measurement error, piloting the survey
for the content and scoring validity was implemented. The piloting was voluntary and was
conducted with two groups of individuals. The first group participating in the piloting process
were a group of students, approximately 15 individuals, currently pursuing doctorate degrees in
Education Administration and Leadership, at Saint Cloud State University. The other group was
a smaller group of veteran international teachers teaching abroad. In both cases the feedback was
gathered individually in verbal and written form. Based on verbal and written feedback derived
from the piloting process, the researcher subsequently modified the questions in the survey for
more clarity and feasibility, changed the content of questions and adjusted the Likert scale
response options. This way the researcher guaranteed that the instrument was ready to be sent to
the respondents. A reliable questionnaire was sent through the Survey Monkey online tool to
collect data from sampled novice teachers with at least half academic year of induction
experience in public school districts in Minnesota.
The survey instrument consisted of four sections employing 33 items in total designed
specifically to address the study purpose and objectives. Section one employed two items and
gathered information on general demographics, specifically the number of years teaching in the
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district and an induction experience. Since the study sample was limited to the participants, K-12
public school teachers who have completed 1 to 3 years of teaching and at least half year of
teacher induction experience in select Minnesota public schools, demographic questions were
key to segment the relevant study sample. In section two, selected participants responded to the
questions that had been formulated based on the three characteristics of induction programming:
collaboration, mentoring and principal support, suggested by Harry Wong (2004). Section two
included 26 items. Section three with five items in it, collected information on the study
participants’ experience regarding the outcomes of engaging in teacher induction programming.
To obtain data from study respondents, the researcher utilized multiple-choice, close
ended questions in the survey. Out of the 33 items in the questionnaire, two items required the
indication of Yes or No answers. The study participants were asked to indicate their responses on
a Likert scale ranging from strongly agree, agree to disagree, strongly disagree for 25 items of
the survey. Six of the survey items used a multiple-choice Likert scale based on the following
criteria: very effective, effective, moderately effective, ineffective.
Participants and Selection Process
According to Gay et al. (2012), “Quantitative researchers generally do not gather data
from the entire population–it’s rarely necessary and even more rarely feasible, especially if the
population of interest is large or geographically scattered” (p. 130). The authors consider
sampling 10% to 20% of the population acceptable for the credibility and the accountability of
the study (p. 130).
As the Minnesota Department of Education reported by the end of 2020, 2064 public
schools operated under the leadership of 327 elementary and secondary school districts. One
hundred percent of identified Minnesota public school districts were contacted to grant
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permission to conduct the study research. Of the school districts that granted permission to the
researcher to conduct the study research, beginning teachers with one to 3 full years of academic
teaching and at least half of an academic year of the induction experience were invited to
participate in the survey.
The researcher used the following steps to select study participants:
1. The process of selecting the study participants began in October 2020. A list of the
names, email addresses and phone numbers of the superintendents of Minnesota
public school districts were retrieved from the Minnesota Department of Education
website.
2. The researcher contacted the superintendents of Minnesota public-school districts
individually with the request to grant permission to implement the study. An email
with the subject: “District Request to Conduct Research” (Appendix C) was sent to
the contact person(s) of the school districts. The email message included a cover letter
with the information about the professional background of the researcher and the
research project itself. It also clarified the criteria for the sample population
(beginning teachers with one to three full years of teaching experience and at least
half of an academic year of induction experience) and requested granting permission
to conduct the research in the district. Some of the superintendents requested the IRB
approval letter and more details regarding the study. The researcher promptly
provided the requested documents and a thorough description of the study.
3. As limited superintendents responded to the email “District Request to Conduct
Research” a reminder emails were sent two weeks following the initial request.
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4. On November 1st, the district contact persons who granted permission to the
researcher to conduct the study in their districts were kindly asked to forward the
researcher’s email to novice teachers in their districts along with a letter of
explanation and a secure link to the electronic study survey “Beginning Teachers’
Perceptions Regarding the Implementation and Effectiveness of Teacher Induction
Program” (Appendix B). The letter also included the overview of the Education
Administration and Leadership doctoral program, brief information regarding the
researcher and an overview of the study.
5. Due to the Coronavirus situation impacting school districts in Minnesota at the time
of the survey, the deadline to complete the study survey was extended until December
10, 2020, to allow participants sufficient time to respond to survey questions. After
three weeks, study participants were reminded politely to complete the study
questionnaire.
Human Subject Approval-Institutional Review Board (IRB)
In July 2020, following the researcher’s presentation of the preliminary proposal to the
doctoral committee and the acceptance of the approval to further pursue the study, the researcher
filed the application to St. Cloud State University Institutional Review Board (IRB). IRB
assures research, teaching and testing activities involving human subjects are in
compliance with applicable federal, state and local regulations as well as university
policies and assurances. The IRB is responsible for the review and approval of research
conducted by students, faculty and staff is to assure the protection of human subjects, the
investigator, and the university. (St. Cloud State University, 2019, retrieved from
https://www.stcloudstate.edu/irb/protocol.aspx)
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The application included background information regarding the study and its purpose,
procedures, a confidentiality statement, the ways to access the study outcomes after the research
is complete, contact information of the researcher and a chairman of the research committee, and
study participants’ rights.
In August 2020, the researcher received a formal letter confirming the approval of the
research by IRB.
Data Collection Method and Procedures
In the framework of the study, data were collected using an online data-collection
method, specifically online survey software, Survey Monkey. As Ward et al. (2014) stated,
online data collection has multiple advantages, particularly “financial savings, fewer time
limitations, more accurate data collection, easier access to large populations, and increased
anonymity for study participants and improved response rates of survey respondents (p. 85).
In the beginning of November 2020, a direct correspondence with the study population
(Defined Community Recruitment) was carried out electronically. An invitation email with the
subject You Are Kindly Invited to Participate in the Study was sent to the study population. The
email included the overview of the Education Administration and Leadership doctoral program,
brief information about the researcher, as well as the purpose of the study and a link of the
survey. The message also stated the anticipated time needed to complete the questionnaire and
the duration the survey will be open for the participation (until December 10, 2020). After 3
weeks from the initial email, the second email was sent to the participants reminding and
encouraging participation in the study. Following a thorough discussion of the Code of Ethics of
Research Management, Bryman and Bell (2007) suggested providing the opportunity to
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prospective participants to make an informed choice regarding the participation in the study (p.
67). Thus, each email from the researcher to the respondents included the following details:
Thank you–A study respondent was thanked for agreeing to participate in the study and
was warned about the approximate time needed for completion of the survey (5-10 minutes).
Procedures–The participant was invited to complete a short survey to share the
perceptions of the quality of the implementation of teacher induction program based on three
characteristics, collaboration, mentoring and principal support, of effective teacher induction
programs as identified by Harry K. Wong (2004).
Research Use and Results–The data was used to analyze the quality and the outcomes of
the implementation of induction program implemented in Minnesota school districts, and the
consistency to the best practices shared in the scholarly literature
Benefits–The findings derived from the results of this study may give an opportunity to
the induction leaders to identify the gaps in the program implementation, re-examine the critical
areas that need the improvement and discover the components to emphasize during the
implementation of the program.
Contact Information–Upon completion of the study, the dissertation will be uploaded on
Saint Cloud State University Repository. The respondent can also request an electronic version
via email and is free to contact the researcher, Shorena Dolaberidze, if there are questions related
to the study at dosh1201@go.stcloudstate.edu or the advisor, Dr. James Johnson, at
jrjohnson1@stcloudstate.edu.
Confidentiality–The respondents were reminded that responses would remain
confidential. No identifying personal information, such as name, birth date, social security, were
requested during the study. Specific school district names were not identified in the study as
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well. The demographic characteristics were obtained through the survey for the researcher to
determine the variation that may exist in teacher induction implementation. All the data were
kept in the computer with a secured password.
Risk–Study participants were informed that completing the survey would be safe and no
harmful effects were anticipated during the implementation of the study.
Voluntary Participation/Withdrawal–The participation in the study was voluntary. The
respondents were free to decide to participate or not, as well as withdraw the participation at any
point of the study without penalty. The withdrawal remained confidential, was not used in the
dissertation and did not affect the study or the relationship with Saint Cloud State University,
MN, The USA.
Acceptance to Participate in the Study–With the completion of this survey, the
respondent consented to participate in the study.
The study participants had the opportunity to respond to the survey questionnaire from
the middle of September 2020 to the first half of October 2020. After 4 weeks, the online survey
was closed and the implementation of the next step of the study (data analysis) began.
Data Analysis
A statistician from the Statistical Consulting & Research Center provided the consultation
to focus the research and help develop an effective method for gathering study data. In addition,
Statistical Consulting & Research Center staff consulted with the researcher to determine the
technology, data entry method and the efficient statistical software for data analysis for the
research questions to be addressed.
In the second half of December 2020, after the data were collected, the researcher began
analyzing and interpreting the findings to respond to each of the research questions. To analyze
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the data, the researcher closely collaborated with the Statistical Consulting & Research Center at
Saint Cloud State University.
The data analysis employed descriptive and inferential statistics. “Descriptive statistics
are numbers that summarize the data with the purpose of describing what occurred in the
sample” (Thompson, 2009, p. 57). According to Thompson (2009), it helps researchers to
identify the characteristics that can have the impact on the study findings (p. 57). Inferential
statistics “utilizes probabilistic techniques to analyze sample information from a certain
population (known part) to improve our knowledge about the population (unknown whole)”
(Asadoorian & Kantarelis, 2005, p. 2).
The data were reported in the form of frequencies and percentages, as well as the means
and standard deviations. The one-way analysis of variance (ANOVA) and Pearson’s correlations
were also employed to analyze and report the data.
Summary
The study employed quantitative, descriptive research by surveying K-12 public school
teachers who have completed 1 to 3 years of teaching and at least half academic year of teacher
induction experience in select Minnesota public schools.
The study researched whether three components of induction programs, collaboration,
mentoring and principal support, are implemented effectively in public schools in Minnesota
consistent with the best practices identified in the research by examining beginning teachers’
perceptions and experiences regarding their participation in Teacher Induction Programs in
Minnesota public school districts. Data collected also identified the impact of the implementation
of induction programs on the beginning teachers’ professional development, instructional and
non-instructional performance at school.
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Chapter III outlined the introduction, research design, instrumentation, participants and
selection process, IRB approval process and data analysis of the study.
Chapter IV will report detailed findings of the study, an interpretation of the results and a
conclusion.
Chapter V discusses summary of the study, conclusions, and recommendations for the
future studies and professional practice based on the study findings presented in chapter four.
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Chapter IV: Results
Introduction
The purpose of the study was to examine teachers' perceptions of the extent and quality of
the implementation of teacher induction programs based on three characteristics identified by
Harry K. Wong (2004), of effective teacher induction programs: collaboration, mentoring and
principal support. The study participants were K-12 public school teachers who had completed
one to three years of academic teaching possessing at least half an academic year of teacher
induction experience in select Minnesota public schools.
The study researched whether three components of induction programs are implemented
effectively in public schools in Minnesota consistent to the best practices identified in the
research. The study also investigated beginning teachers’ perceptions and beliefs about the
outcomes of participating in teacher induction programs.
Chapter IV reports a summary of the collected data corresponding to each research
question of the study. The Statistical Consulting & Research Center at Saint Cloud State
University provided the data analysis support. Descriptive statistics computations, including
means and frequencies, as well as specific statistical tests: Pearson Correlation and the one-way
analysis of variance (ANOVA) were employed to analyze the data. All data were downloaded
into the world’s leading statistical software, Statistical Package for Social Sciences (SPSS) for
statistical analysis. Throughout the analysis the confidence interval of 95% (alpha of 0.05) was
utilized to determine the statistical significance. In research, statistical significance is defined as
“a measure of the probability of the null hypothesis being true compared to the acceptable level
of uncertainty regarding the true answer” (Tenny & Abdelgawad, 2020, p. 1). This indicates that
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if we were to run this same study 100 times, 95 of them would produce the same results. A 95%
confidence interval has an alpha level of .05 (100-95).
Study Methodology and Instrumentation
The researcher identified quantitative, descriptive research for the study, by surveying
beginning teachers’ (with at least half an academic year of induction experience) perceptions
regarding the quality of the implementation of collaboration, mentoring and principal support
characteristics of the induction programs at public school districts and the outcomes, such as of
participating in the program itself. The survey instrument was designed by the researcher to align
the research questions and the framework components based on Harry K. Wong’s (2004)
scholarly article “Induction Programs That Keep New Teachers Teaching and Improving” and
the ideas emerged from literature review.
Research Questions
The research questions were developed by the researcher to determine the extent and the
quality of the implementation of collaboration, mentoring and principal support components of
teacher induction programs from the perspectives and experience of beginning teachers in select
Minnesota school districts. In addition, the research questions for the study sought to explore the
impact of implementing induction programs on beginning teachers’ teaching performance.
The study had three guiding research questions:
1. What did K-12 novice teachers in select Minnesota school districts report as the
extent to which collaboration, mentoring and principal support were implemented in
teacher induction programs?
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2. What were select Minnesota public school districts’ K-12 novice teachers’
perceptions regarding the quality of the implementation of induction programs
characteristics, collaboration, mentoring and principal support?
3. What did K-12 novice teachers in select public schools in Minnesota report as the
impact on their teaching performance of their teacher induction programs?
Description of the Sample
The study collected information from K-12 public school teachers who had completed 1
to 3 years of teaching with at least half of an academic year of teacher induction experience in
select Minnesota public schools. At an initial stage of recruiting the target population for the
study, the researcher identified a list of Minnesota public school district superintendents’ email
addresses through Minnesota Department of Education website and contacted them individually
with the request to grant the permission to implement the study. As one of the superintendents
was retired, the researcher was unable to reach out to the school district to invite to participate in
the study. Due to the current situation at school districts, particularly switching from face-to-face
completely distance learning model, many superintendents were reluctant to include the
beginning teachers from their districts in the study. In total, 21 school districts in Minnesota
responded the researcher’s request to participate in the study and forwarded the researcher’s
email with the secure link to the electronic study survey “Beginning Teachers’ Perceptions
Regarding the Implementation and Effectiveness of Teacher Induction Program” (Appendix B)
to prospective study participants.
The survey consisted of four sections employing 33 items. Section one consisted of two
items to gather information on general demographics, specifically the number of years teaching
in the district and an induction experience. The questions in section two, were related to the three
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characteristics of induction programming: collaboration, mentoring and principal support,
suggested by Harry Wong (2004) and included 26 items. Section three constituted three items
and identified the respondents’ perceptions and beliefs about the effectiveness of collaboration,
mentoring and principal support characteristics. Section four with five items in it, were aligned to
the scholarly research identified in literature reviewed and collected the information on the study
participants ‘perceptions regarding the benefits of engaging in teacher induction program.
For clarity, the participants were provided with the helpful definitions of teacher
induction, collaboration, and mentoring practices.
Descriptive Results
The online survey was distributed to K-12 beginning teachers from select public-school
districts in Minnesota. The total number of the study participants constituted 108 (n = 108). Of
the 108 respondents, 94 (n = 94) or 87.03% responded to all the statements in the survey,
consequently only the completed responses were considered as valid. Fourteen respondents were
excluded from completing the survey due to the mismatch to the study sample criterion
(beginning teachers with 1 to 3 years of teaching background in the district and at least half
academic year of induction program experience).
Table 1 and Table 2 report the demographic variables of the study participants, such as
total number of full academic years of teaching and the number of years in a teacher induction
program. The survey questions for collecting the demographic information were designed in a
way that guaranteed the anonymity of the respondents.
Table 1 reports the frequency counts and percentages of the study participants’ academic
years of teaching.
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Table 1
Frequency Distribution for Full Academic Years of Teaching (n = 94)
Completed Years of Teaching
1y
1 to 2
2 to 3
Total

Frequency
26
19
49
94

Percent
27.7 %
20.2 %
52.1%
100%

The most identified academic years of teaching ranged between 2 to 3 years (n = 49,
52.1%). The next represented category of the respondents was beginning teachers with 1 year of
teaching experience (n = 26, 27.7%). Nineteen respondents (n = 19, 20.2%) reported 1 to 2 years
of teaching experience. The item in the survey, requesting that the respondents state their
experience of teaching, also included the choice of “over 3 years” on the Likert scale. The
beginning teachers that indicated over 3 years of academic teaching were automatically exited
from participating in the study.
The next question of the demographics section examined the number of the years the
study participants had been involved in an induction program.
The frequency distribution of the years of engagement in an induction program is
represented in Table 2.
Table 2
Frequency Distribution for Years of Engagement in Teacher Induction Program (n = 94)
Years
<1y
1-2
Over 2 full years
Total

Frequency
37
32
25
94

Percent
39.4%
34.0%
26.6%
100%
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Thirty-seven participating teachers (n = 37, 39.4%) reported they have been participating
in a teacher induction program for about a year. Thirty-two (n = 32, 34.0%) identified they have
been engaging in the induction program for 1 to 2 years, while 25 teachers (n = 25, 26.6%)
indicated that they have been participating in the program for over 2 full years. The participants
who reported that they had not been offered the opportunity to participate in the induction
program exited from the survey and therefore, were unable to respond to the questions.
The remaining sections and tables present the description of the analysis that was
computed to address each of the research questions, developed by the researcher for the study.
The first research question asked the extent to which three characteristics of the teacher induction
program, collaboration, mentoring and principal support had been implemented at public school
districts in Minnesota. The other two research questions examined the perceptions of novice
teachers regarding the quality of the implementation of collaboration, mentoring and principal
support in select public school districts in Minnesota and the benefits of engaging in teacher
induction programs.
Research Question One
What did K-12 novice teachers in select Minnesota school districts report as the extent to
which collaboration, mentoring and principal support were implemented in teacher induction
programs?
The focus of the research question one was to examine the extent of the implementation
of the following components of teacher induction: collaboration, mentoring and principal support
practices as part of the induction program. The participants analyzed the extent of the
implementation of the above-mentioned characteristics using the choices on the Likert scale. The
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following choices were provided for the study participants as part of the Likert scale: (a) strongly
agree, (b) agree (c) disagree (d) strongly disagree.
Chapter IV provides the detailed analysis of the results.
Characteristic One: Collaboration
For clarity in the study, the following definition of collaboration practice had been
provided to study participants before initiating their responses to the items three through eight in
the survey “People throughout the school having conversations with each other, learning from each
other, and making minute-by-minute, day-by-day instruction decisions based on the collective
knowledge of the group” (Graham & Ferriter, 2010, p. 7). Cooperative planning and learning
communities were defined as part of the collaboration.
Question three of the survey for the study asked respondents to indicate whether they had
an opportunity to engage in cooperative planning or not. As collected data demonstrated, 81
respondents had been engaged in cooperative planning.
The frequency findings for the cooperative planning practice are presented in Table 3.
Table 3
Respondents Reporting on the Teachers’ Engagement in Cooperative Planning (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly disagree
Total

Frequency
39
42
12
1
94

Percent
41.5%
44.5%
12.8%
1.2%
100%

The majority of the respondents (n = 81, 86%) strongly agreed or agreed that it had been
the part of the cooperative planning process, while 13 respondents (n = 13, 13.9%) disagreed or
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strongly disagreed with the statement that they engaged in cooperative planning experiences at
their schools.
Table 4 reports the frequency findings for the beginning teachers participating in learning
communities as part of their collaboration experience.
Table 4
Respondents Reporting on the Induction Practice, Teachers Participate in Learning
Communities (n = 93)
Response
Strongly agree
Agree
Disagree
Strongly disagree
Total

Frequency
52
38
2
1
93

Percent
55.4 %
40.4 %
2.1%
1.1%
98.9%

As the table illustrates, learning communities at public school districts in Minnesota are
one of the strong areas of the collaboration component of induction programs. Of the 93
respondents only 3 (n = 3, 3.2%) beginning teachers stated that their schools had not granted the
opportunity to participate in learning communities, as part of their induction experience. There
were 80 participants (n = 80, 95.8%) who either strongly agreed or agreed to the statement “I
participated in Professional Learning Communities”. One respondent (n = 1, 1.1%) did not
respond to the question in the survey, the reason was undetected.
The third practice of the collaboration area, examined in the study focused on the
opportunities to share innovative ideas, experience, and resources, as well as discuss issues and
challenges with peers in an informal and formal setting.
Table 5 describes the frequency findings for this practice.
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Table 5
Respondents Reporting About the Opportunities to Share the Experiences, Innovative Ideas,
Challenges and Resources with Peers (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
43
44
6
1
94

Percent
45.7%
46.8%
6.4 %
1.1%
100%

The collected responses demonstrated that 87 beginning teachers or 92.5% had been
provided with the opportunities to discuss/share innovative ideas, experiences, obstacles and
resources with the colleagues, while 7 or 7.5% of respondents had not been provided with the
same experiences.
Table 6 illustrates the data analyzed to identify the perceptions about the collaboration
practice, being the contributor to increased trust and respect within the team of teachers.
Table 6
Respondents Reporting About the Increased Level of Trust and Respect Among Colleagues Due
to the Collaboration (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
51
39
4
0
94

Percent
54.3%
41.5%
4.3 %
0.0%
100%

Data analysis revealed that 90 respondents (n = 90, 95.8%) perceived professional
collaboration as the source of increased trust and respect among colleagues. Only a small
percentage of respondents (n = 4, 4.3%) did not believe that collaboration had impacted the level
of trust and respect among colleagues.
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Another statement that emerged from the literature reviewed, was “Professional
collaboration prevented me from feeling isolated.” Table 7 presents the frequency counting of
the perceived impact of the collaboration practice on feeling secluded from the rest of the team.
Table 7
Respondents Reporting about the Collaboration Preventing from Feeling Isolated (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
44
41
9
0
94

Percent
46.8%
43.6%
9.6 %
0.0%
100%

The majority of the respondents (n = 85, 90.4 %) identified collaboration as the means of
preventing themselves from feeling isolated.
Survey responses also revealed that schools encouraged collaboration between the teachers
of the subject or grade. Table 8 provides the detailed illustration of the findings using the frequency
counts.
Table 8
Respondents Reporting About the Schools Encouraging Collective Participation of Groups of
Teachers from the Same School, Subject, or Grade to Promote Coherence and Active
Learning (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
49
38
7
0
94

Percent
51.1%
41.5%
7.4 %
0.0%
100%

As noted in the table, 49 respondents (51.1%) strongly agreed with the statement “In my
perception, my school encouraged collective participation of groups of teachers from the same
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school, subject, or grade to promote coherence and active learning”, a smaller number (n = 38,
41.5%) of the respondents agreed to the above-mentioned statement. The number of the
respondents disagreeing with the statement was relatively low (n = 7, 7.4%).
Table 9 illustrates the findings of the data analysis about the collaboration component of
the induction program, using the two parameters: means and a standard deviation. The first
column in the table demonstrates the number of the responses collected, the second column
represents the means, or the average value, for the responses to each statement identifying novice
teachers’ perceptions regarding the collaboration experiences as part of the induction program
offered. The last column in the table is a standard deviation, or the dispersion of individual
observations about the mean. The means and standard deviations are calculated based on the
responses to the variables of (a) strongly agree, (b) agree (c) disagree (d) strongly disagree.
Table 9
Respondents Reporting the Perceptions About the Collaboration Practices (n = 94)
Response
I participated in professional learning communities.

Number

mean

Standard deviation

93

3.5161

.60096

I had an opportunity to engage in cooperative
planning.

94

3.2903

68494

Prevented from feeling isolated

94

3.3723

65556

I was provided opportunities to share innovative
ideas, experience and resources, as well as discuss
issues and challenges with peers in an informal and
formal setting

94

3.3978

.61041

Increased Trust and Respect among colleagues

94

3.5000

.58199

Prevented from feeling isolated

94

3.3723

.65556

Collective Participation of the teachers from the
same subjects and grades

94

3.4362

.63175
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The table reported means ranging between the highest of 3.5161 to the lowest of 3.2903.
The highest number in the table indicates that the respondents highly agreed with the statement,
versus highly disagreed. For example, the mean score of 3.5161 indicates that the survey
participants’ response to the descriptors for the standards of participating in professional learning
communities were highly positive. The standard deviation of .60096, which is lower compared to
the other standard deviation scores in the table, indicates that the respondents generally agreed
on their responses. Another relatively higher mean score (3.5000) was found for the response to
the statement “In my perception, professional collaboration increased the level of trust and
respect among colleagues” with the standard deviation of .58199. This indicates that the
perception about the professional collaboration component contributing to increasing the level of
trust and respect among colleagues is high, while the lower number of standard deviations
confirmed that there was a consensus in study respondents’ responses. Slightly less mean score
of 3.4362 with the standard deviation of .63175 was identified for the statement “In my
perception, my school encouraged collective participation of groups of teachers from the same
school, subject, or grade to promote coherence and active learning.” The statements “I was
provided opportunities to share innovative ideas, experience, and resources, as well as discuss
issues and challenges with peers in an informal and formal setting” was scored with the mean of
3.3978 and a standard deviation .61041, while the statement “professional collaboration
prevented me from feeling isolated” was identified with the mean of 3.3723, and a standard
deviation .65556). On the other hand, the data analysis found that the respondents disagreed with
the statement “I had an opportunity to engage in cooperative planning,” as the mean score for
this statement is the lowest in the table (3.2903), with the standard deviation of .68494,
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referencing the higher spread of the data, which can be translated that there was no consensus in
their responses.
Tables 3 to 9 provide data using frequencies, the means and standard deviation, regarding
the specific practices related to a collaboration, as one of the core components of induction
programming. The next section provides data pertinent to the second characteristics: mentoring.
Characteristic Two: Mentoring
The second characteristic examined as part of the research question one was mentoring.
According to Moir (2009), mentoring is individual coaching sessions, (where) mentors help new
teachers set professional goals, plan lessons, analyze student work, and reflect on progress (p.
16). Along with the definition of mentoring, the term mentor was also stated in the survey for the
purpose of the study.
Items 10-16 from the survey were specifically designed by the researcher to collect the
responses from the study participants about their perceptions related to the level of the
implementation of mentoring component as part of their teacher induction experience. Likert
scale questions provided the following choices to the respondents: (a) strongly agree, (b) agree
(c) disagree (d) strongly disagree.
The item 10 and 11 on the survey identified whether the respondents were assigned with
a formal mentor or as sometimes called, instructional coach or a “buddy” as an informal mentor
while engaging in the induction program.
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Table 10
Respondents Reporting Being Assigned Formal Mentor/Instructional Coach (n = 92)
Response
Yes
No
Missing System
Total

Frequency
81
11
2
94

Percent
86.2%
11.7%
2.1%
100%

The largest number and the percentage of the respondents (n = 81, representing 86.2% of
the sample) reported that their school had provided the novices with the opportunity to have a
formal mentor or the instructional coach. There were 11 respondents (n = 11, 11.7 %) who
admitted that they had not been assigned with the formal mentor or instructional coach. Two
respondents (n = 2, 2.1%) did not answer the question and decided to move to the next question
of the survey.
Table 11 displays the frequency findings as to whether participants reported that they were
assigned an informal mentor, or a “buddy.”
Table 11
Respondents Reporting that Teachers Were Assigned a “Buddy” as an Informal Mentor (n = 94)
Response
Yes
No
Total

Frequency
33
61
94

Percent
35.1%
64.9%
100%

The data collected for the statement “I was assigned ‘a buddy’ or an informal mentor”,
reveals that the lower number of the respondents (n = 33, 35.1%) were assigned with the
informal mentor or a “buddy”, while most of the respondents (n = 61, 64.9%) reported they were
not.
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To summarize Table 10 and 11, formal mentoring or instructional coaches were the
prevalent practice at the school districts selected to participate in the study.
Mentoring support can be expressed in many ways. Item 14 in the survey was designed
by the researcher to identify the extent of the support novices acquired from their formal or
informal mentors. Respondents could select their responses from multiple practices illustrating
the support of mentors/buddies. Study participants could also choose all characteristics that
applied (all of the above) or vice versa (none of the above). The frequency variables for this
practice are indicated in Table 12.
Table 12
Respondents Reporting That They Felt Supported by Mentor/Buddy/Instructional Coach (n = 94)
Response
Co-teaching
Modeling
Instructional Resources
Common Planning Time
Observing
Constructive Feedback
None of the Above
All of the Above

Frequency
7
23
60
1
51
68
8
5

Percent
7.4%
24.5%
63.8%
33.0%
54.3%
74.3%
8.5%
5.3%

As the responses illustrated, the mentoring support for the novice was primarily provided
in the form of the provision of constructive feedback (n = 68, 74.3%), instructional resources
(n = 60, 63.8%) and classroom observations (n = 51, 54.3%). The least common practices
offered to the beginning teachers were common planning time with the mentor, co-teaching, and
modeling. Of the 94 participants of the study, 31 or 33.0% had the common planning time with
the mentor, and 23 or 24.5% were exposed to modeling practice. Interestingly, co-teaching was
the least utilized strategy of mentoring practice. Only 7% of respondents, or 7.4% reported that
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their mentors provided co-teaching opportunities. There were 8 participants, 8.5% who
responded to the statement “none of the above” meaning that they had not had access to any of
the above-mentioned practices as part of their mentee-mentoring experience. There were 5
participants, or 5.3% who reported that they had been provided with “all of the above”
experiences, including the co-teaching, modeling, instructional resources, common planning
time, observing and constructive feedback.
Having a trusting relationship with the mentor, being provided with classroom
management techniques and the release time to meet with a mentor, as well as having a mentor
from the same school, grade, and content area were associated with mentoring practice in the
scholarly literature.
Table 13 illustrates the frequency count for the responses to have a trusting relationship
with mentor/buddy.
Table 13
Respondents Reporting About a Trusting Relationship with Mentor/ Buddy (n = 93)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
52
30
10
1
93

Percent
55.3%
31.9%
10.6 %
1.1 %
98.9%

Most respondents (n = 82, 87.2%) reported to have a trusting relationship established
with their mentors/buddies. Eleven respondents or 11.7% disagreed with the statement. One
participant decided to move to the next question without responding to the statement “I
developed a trusting relationship with my mentor/buddy/ instructional coach”.
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The next question in the survey asked respondents to report the support they received
from their mentors/buddies in terms of guidance in classroom management techniques. Some of
the examples provided to the study participants were in the forms of providing the resources,
modeling effective classroom management techniques and co-teaching. Table 14 illustrates the
responses to the above-mentioned statement in the form of frequencies and percentages.
Table 14
Respondents Reporting Mentor/Buddy Guidance in Classroom Management Techniques
(through allocating relevant resources, modeling effective classroom management techniques,
co-teaching) (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
31
40
19
4
94

Percent
33.0%
42.6%
20.2 %
4.2 %
100%

Data analysis revealed, a majority of beginning teachers participating in the study
reported they were somewhat provided with the support in classroom management. Seventy-one
respondents (n = 71, 75.6%) either agreed or strongly agreed with the statement, while 23
participating teachers (n = 23, 24.4%) either disagreed or strongly disagreed.
Item fifteen in the survey examined the professional compatibility of the mentor-mentee
in terms of being from the same school, grade, and the content area. Table 15 reports the
frequency distribution of the responses to the statement.
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Table 15
Respondents Reporting that Their Mentor/buddy was From the Same School, Grade, and
Content Area (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
42
40
11
1
94

Percent
44.7%
42.6%
11.7 %
1.1 %
100%

Of the 94 study participants, 82 (n = 82, 87.3%) beginning teachers reported having the
mentor/buddy with the compatible credentials (the same school, grade, and a content area) by
indicating either strongly agree or agree choices on the Likert scale to the statement “My
mentor/buddy/instructional coach was from the same school, grade, and content area”. Twelve
respondents (n = 12, 12.8%) had not been assigned to a mentor from the same school, grade,
and a content area.
Table 16 presents the frequency distributions and a percentage of the responses about
having release time to meet with the mentor/buddy.
Table 16
Respondents Reporting Having Release Time to Meet with Mentor/Buddy (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
25
36
25
8
94

Percent
26.6%
38.3%
26.6 %
8.5 %
100%

Data analysis revealed that the beginning teachers participating in the study reported they
had release time allocated to meet with mentors/instructional coaches/buddies (n = 61, 64.9%). A
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significantly high number of the respondents reported they had not had release time to meet with
the mentor (n = 33, 35.1%).
Table 17 provides more detailed information about the mentoring component of the
induction program with means and standard deviation. The first column in the table demonstrates
the number of the responses collected, the second column represents the means, or the average
value, for the responses to each statement identifying novice teachers’ perceptions regarding the
mentoring experiences as part of the induction program offered. The last column in the table is a
standard deviation, or the dispersion of individual observations about the mean. The means and
standard deviations are calculated based on the responses to the variables of (a) strongly agree,
(b) agree (c) disagree (d) strongly disagree.
Table 17
Respondents Reporting Different Aspects of Mentoring/Buddy System
Response
Trusting Relationship with Mentor/Buddy

Number

Mean

Standard deviation

93

3.4301

.72828

My mentor/buddy/ instructional coach guided
me in classroom management techniques

94

3.0870

.79355

Mentor/buddy/instructional coach was from
the same school, grade, and content area

94

3.3333

.68101

Release time to meet with my
mentor/buddy/instructional coach

94

2.8901

.87497

The statement “I developed a trusting relationship with their mentors or ‘buddies’ from
the survey, scored with the mean of 3.4301 and a standard deviation of .72828. The reader will
note that in terms of mean ranking, 3.4301 represents the highest figure in the table, while the
standard deviation is the lowest. This indicates that the respondents highly believed that they had
developed a trusting relationship with their mentors, and the responses to this statement come to
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an agreement, meaning that there is a consensus between the respondents. The second statement
in the table with the mean of 3.3333 and a standard deviation of .87497 is “my mentor/buddy
was from the same school, grade, and content area”. The reader will note the mean score of
3.0870 and a standard deviation of .79355 for the statement “Mentor/buddy/ the instructional
coach ensured the sharing of classroom management strategies (allocating relevant resources,
modeling effective classroom management techniques, co-teaching)”, it can be interpreted that
compared to other practices, the respondents received less mentor support in terms of classroom
management. A statistical analysis detected that the least provided opportunity for the
respondents as part of the induction program offered, had been a release time to meet with the
mentor with the mean 2.8901 and a standard deviation of .87497.
Mentoring was the second component of the induction program, offered with the wide
array of the practices to the beginning teachers. The mentoring practices were illustrated with
the tables 10 to 17. The following part of the chapter four presents the third component of the
induction program, principal support.
Characteristic Three: Principal Support
Quantitative data were collected to examine the last area of the research question one,
principal support. Questions 18 to 27 in the survey focused on identifying the novices’
perceptions about the support school principals provided during their engagement in the
induction program. The information was gathered by asking study participants to respond to 11
close-ended questions on a Likert Scale ranging from (a) strongly agree, (b) agree (c) disagree
(d) strongly disagree.
Tables 18 details the frequency findings of principal support practice.
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Table 18
Respondents Reporting on Statements About Principal Support (n = 94)
Response
Inspired to improve my instructional practice
Identified professional development needs through
observations, surveys, conversations, and requests
Ensured the delivery of learning activities fulfilled
my professional developmental needs.
Provided necessary resources, recognition and
rewards
Established an environment that supported
collegiality and collaboration.
Understood the challenges Ts faced in daily
operations at school.
Was aware of the strategies and tools that comprise
mentor and beginning teacher relationship.
Was aware of the components of induction program
and articulated them to staff, parents and school
community
Implemented teacher assessment
Influenced the system by advocating for teachers’
rights and making sustainable work conditions

Frequency
80

Percent
85.1%

82

87.2%

74

78.7%

69

73.4%

83

88.3%

75

79.8%

86

91.5%

82
84

87.2%
89.4%

79

84.1%

The largest number of respondents (n = 86, 91.5%) reported that the principals had
understood the strategies and tools that comprised mentor-mentee relationships (e.g., observing
and giving feedback, analyzing student work, accessing school and community resources,
planning lessons, avoids misunderstandings and aligns support). Other areas of the principal
support identified by over 80% of the respondents were: the implementation of teacher
assessment by aligning professional goal setting and assessing beginning teachers’ professional
growth and effectiveness (n = 84, 89.4%), to be aware of the components of induction program
and articulate them to staff, parents, and school community (n = 82, 87.2%). The identification of
beginning teachers’ professional development needs through observations, surveys,
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conversations, and requests was reported by 82 (87.2%) of respondents; 80 respondents, or
85.1%, confirmed that their principals had inspired them to improve instructional practice
(n = 23, 24.5%). It was found that 75 (79.8%) reported that the principals had been aware of the
challenges beginning teachers faced in daily operations at school. The least implemented strategy
of the principal support practices was the provision of necessary resources, recognition, and
rewards with 69 (73.4%) of respondents.
Providing more detailed information regarding Table 18, Table 19a illustrates the data
with the means and standard deviation for each of the responses to the statements (18-27) in the
survey. The first column in the table demonstrates the number of the responses collected, the
second column represents the means, or the average value, for the responses to each statement
identifying novice teachers’ perceptions regarding principal support experience as part of the
induction program offered. The last column in the table is a standard deviation, or the dispersion
of individual observations about the mean. The mean and a standard deviation are calculated
based on the responses to the variables of (a) strongly agree, (b) agree (c) disagree (d) strongly
disagree.
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Table 19a
Respondents Reporting on Principal Support (n = 94)
Response
Inspired to improve my instructional practice
Identified professional development needs
through observations, surveys, conversations, and
requests
Ensured the delivery of learning activities fulfilled
my professional developmental needs.

Number
92

Mean
3.0870

Standard deviation
.79355

93

3.3333

.68101

93

3.3333

.68101

92

3.0870

.79355

93

3.3333

92

3.0870

.79355

93

3.3333

.68101

93

3.3333

.68101

93

3.3333

.68101

92

3.0870

.79355

Implemented teacher assessment

93

3.3333

.68101

Influenced the system by advocating for
teachers’ rights and making sustainable work
conditions

93

3.3333

.68101

Provided necessary resources, recognition and
rewards
Established an environment that supported
collegiality and collaboration.
Understood the challenges novices faced in daily
operations at school.
Was aware of the strategies and tools that
comprise mentor and beginning teacher
relationships.
Was aware of the components of induction
program and articulated them to staff, parents and
school community
Was aware of the strategies and tools that
comprise mentor and beginning teacher
relationships.

.68101

Inspired to improve my instructional practice

Table 19 illustrates that the most represented mean score is 3.3333. For example, the
mean scores are identical for seven of the statements in Table 19 with the standard deviation of
.68101. This can be interpreted that the respondents were highly agreeable or highly favorable
towards the perceptions, that the principals at their schools:
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1. Influenced the system by advocating for teachers’ rights and making sustainable work
conditions.
2. Implemented teacher assessment.
3. Were aware of the strategies and tools that comprise mentor and beginning teacher
relationships.
4. Were aware of the components of induction programming and articulated them to
staff, parents, and school community.
5. Ensured the delivery of learning activities fulfilled my professional developmental
needs.
6. Identified professional development needs through observations, surveys,
conversations, and requests.
A lower score for the standard deviation signifies that the spread of the responses was
consistent, and the respondents were in consensus with their beliefs.
The other mean score presented in the Table 19a is 3.0870, with the standard deviation of
79355. The respondents were less favorable towards the statements that principals:
1. Inspired beginning teachers to improve my instructional practice.
2. Provided necessary resources, recognition, and rewards.
3. Understood the challenges beginning teachers faced in their daily operations at
school.
Significant Findings Related to Research Question One
Research question one explored the extent to which collaboration, mentoring and
principal support practices were implemented as part of teacher induction programs offered to
the novices in select public school districts in Minnesota. An initial analysis of the data
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demonstrated that there were no significant findings regarding the level of implementation of the
three components of induction programs, collaboration, mentoring and principal support. The
findings were consistent with what was stated in the literature review.
A one-way Analysis of Variance (ANOVA) test was employed in the statistical analysis
to identify the study composites by the years of teaching. ANOVA compared the mean and
standard deviation among the study groups to determine if there is a difference among the
different years of teaching groups. Throughout all the different statistical tests, a 95% confidence
interval was used. This indicates that if the researcher were to run this same study 100 times, 95
of them would produce the same results. A 95% confidence interval has an alpha level of .05
(100-95). For this research question, ANOVA was computed focusing on the demographic group
by years of teaching.
The ANOVA results for collaboration, mentoring and principal support components
based on the number of years of teaching, are reported in Table 19b and Table 20.
Specifically, Table 19b illustrates the ANOVA results for the implementation of
collaboration practices by years of academic teaching.
Table 19b
ANOVA: Respondents Reported Level of Implementation of Collaboration Practices by Years of
Academic Teaching (n = 94)

Between Groups
Within Groups
Total

Sum of Squares
1.244
22.482
23.725

Df
3
90
93

Mean Square
.415
250

F
1.660

P
.181

Note. P < .05

Based on the findings that P-value is greater than .05 (Table 1 illustrates the P-value of
.181), it was determined that there was no statistically significant difference among years
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teaching in regard to collaboration (F (3,90) = 1.66, p = .181). The P-value equaled .181
indicated that there were no statistically significant differences found and it failed to reject the
Null Hypothesis. In other words, there was no difference in responses among the groups of
teachers based on their teaching years. The ANOVA comparing collaboration by years of
teaching, the Null Hypothesis is that there is no difference between collaboration and years of
teaching.
Table 20 refers to one-way ANOVA test findings for the mentoring practice based on the
number of years beginning teachers have been teaching in the district.
Table 20
ANOVA: Beginning Teachers’ Reported Level of Implementation of Mentoring by Years of
Academic Teaching (n = 94)

Between Groups
Within Groups
Total

Sum of Squares

Df

Mean Square

F

P

1.583
28.017
29.599

3
89
92

528
315

1.676

.178

Note. P < .05

The ANOVA test found no statistical significance regarding mentoring practice, based on
the number of years respondents had been teaching in the school district (F (3,89) = 1.676, p =
.178). This can be interpreted that the respondents’ years of teaching experience do not impact
the perceptions regarding the mentoring practices.
Table 21 reports the ANOVA results for principal support component of induction
program, based on the number of years of teaching in selected public school district.

121
Table 21
ANOVA: Teachers’ Reported Level of Principal Support by Years Has Been Teaching (n = 93)

Between Groups
Within Groups
Total

Sum of Squares

Df

Mean Square

F

P

1.991
27.354
29.345

3
90
93

.664
.304

2.183

.095

Note. P < .05

Similar to the variables of collaboration and mentoring, there was no significance found
in the principal support practice based on the number of years the study participants had been
teaching in the school district (F (3,90) = 2.183, p = .095).
Additionally, Pearson’s correlation test was run to explore the correlations between the
following variables: collaboration, mentoring, principal support, benefits of engaging in
induction programs and mentor or “buddy” effectiveness. Correlation tells us the direction and
strength of the relationship between two variables. A positive value indicates that as one variable
increases, the other one also increases. A negative value indicates that as one variable increases,
the other one decreases. The strength of the relationship (the actual number) comes from if we
were to plot all the individual responses and try to create a line of best fit, the number tells us
how close to that line our plot would be. An r value of .6-.7 is a strong relationship, .4-.5 a
moderate relationship, and .3 and below is a weak relationship. Besides the r values (correlation
values) tell us that the relationship is statistically significant (not due to chance). A p-value
(significance) of .000 is written as p < .001.
Table 22 reports the correlations between collaboration, mentoring and a principal
support variable.
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Table 22
Pearson’s Correlations: Between Collaboration, Mentoring and a Principal Support (n = 94)

Collaboration

Pearson’s Correlation

Mentoring

Sig (failed)
N
Pearson’s Correlation

Principal
Support

Sig (failed)
N
Pearson’s Correlation
Sig (failed)
N

Principal
support

Collaboration

Mentoring

1
000
94

640
000

658

93

94

640
000
94

1
000
93

567

658
000
94

567
000

1

93

94

94

As the table indicates, all the variables were correlated to each other, meaning as
perception in one area increases, it increases in the other area too. For example, collaboration and
mentor perceptions were significantly related (r = 64, p < .001). It was found that a respondent
with higher perceptions about collaboration also had higher perceptions about mentoring. The
same was found about the mentoring and the principal support. The highest correlation was
identified between principal support and collaboration areas (r = 658, p < .001). The lowest
correlation in the table was explored between principal support and mentoring variables (r =
56.7, p < .001).
This subheading of Chapter IV presented the significant findings of the research question
one, specifically it discussed the ANOVA results for collaboration, mentoring and principal
support practices as part of the induction programs offered to the beginning teachers and
presented the data analyses from Pearson’s Correlation test. Since the significance was not found
with F test, consequently there was no necessity to run the post hoc tests, specifically Tukey HD.
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Summary of Findings for Research Question One
An initial analysis of the data regarding research question one revealed that there were no
statistically significant findings regarding the level of implementation of collaboration,
mentoring and principal support components of teacher induction programming. This means that
selected Minnesota public school districts implement the key components of induction
programming, collaboration, mentoring and principal support, in consistent with the practices
identified in the scholarly literature. As collected data demonstrated, the majority of the
respondents:
●

Engaged in cooperative planning and were part of the Professional Learning
Communities (PLCSs).

●

Were provided with the opportunities to discuss/share innovative ideas, experiences,
obstacles and resources with the colleagues.

●

Perceived professional collaboration as the source of increased trust and respect
among colleagues. Identified collaboration as the means of preventing themselves
from feeling isolated.

●

Were encouraged to collaborate with the teachers of the subject or grade.

In addition, data analysis regarding the mentoring practices at Minnesota public school
districts revealed the following:
●

Formal mentoring or instructional coaches were the prevalent practice at the school
districts selected to participate in the study.

●

Mentoring support for the novices was primarily provided in the form constructive
feedback, instructional resources and classroom observations. The least common
practices offered to the beginning teachers were common planning time with the
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mentor, co-teaching, and modeling. Interestingly, co-teaching was the least utilized
strategy of mentoring practice
Furthermore, most respondents indicated:
●

Having a trusting relationship established with their mentors/instructional coaches/
buddies.

●

Being provided with the support in Classroom Management Techniques: (through
allocating relevant resources, modeling effective classroom management techniques,
co-teaching).

●

Having a mentor/instructional coach/buddy with the compatible credentials (the same
school, grade, and a content area).

●

Being provided with a release time to meet with the mentor/instructional
coach/buddy.

As for the principal support component, a large number of study participants reported that the
principals (more than 80 respondents):
●

Understood the strategies and tools that comprised mentor-mentee relationships (e.g.,
observing and giving feedback, analyzing student work, accessing school and
community resources, planning lessons, avoids misunderstandings and aligns
support).

●

Implemented teacher assessment by aligning professional goal setting and assessing
beginning teachers’ professional growth and effectiveness.

●

Were aware of the components of induction program and articulated them to staff,
parents and school community.
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●

Identified beginning teachers’ professional development needs through observations,
surveys, conversations, and requests.

●

Inspired novices to improve instructional practice.

The less implemented strategies of the principal support practices (fewer than 80 participants)
were:
●

The provision of necessary resources, recognition and rewards.

●

Influenced the system by advocating for teachers’ rights and making sustainable work
conditions.

●

Were aware of the challenges beginning teachers faced in daily operations at school.

●

Established an environment that supported collegiality and collaboration.

Further analysis of the data, employing one-way analysis of variance (ANOVA) to determine the
statistically significant differences between the means of the groups based on the teaching years,
found no significance in collaboration, mentoring and principal support practices based on the
number of years the study participants had been teaching in the school district. In addition,
Statistical analysis employing Pearson’s Correlation test, revealed that there was a high
correlation and statistical confidence between the variables of collaboration, mentoring and a
principal support.
Research Question Two
What were select Minnesota public school districts’ K-12 novice teachers’ perceptions
regarding the quality of the implementation of induction programs characteristics,
collaboration, mentoring and principal support?
The second research question sought to collect quantitative data about the perceptions of
beginning teachers’ regarding the quality of the implementation of the three components of
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induction programming: collaboration, mentoring and principal support, identified by Wong
(2004). The respondents were requested to respond to the survey items 9, 17, and 28 pertinent to
research question two by rating their experience, specific to the above-mentioned characteristics
of the induction program. The Likert scale choices for the questions were: (a) very effective,
(b) effective, (c) somewhat effective, (d) ineffective.
Question nine in the survey asked the respondents about the overall effectiveness of the
induction program in terms of supporting them to build the collaboration skills (e.g., skills for
working with colleagues, such as reciprocal observations and peer coaching, learning from each
other). Table 23 reports the frequency distributions for this practice.
Table 23
Respondents Reporting the Effectiveness of Induction Programming Supporting the Building of
Collaboration Skills (n = 94)
Response
Very effective
Effective
Somewhat effective
Ineffective
Total

Frequency
37
39
17
1
94

Percent
39.4%
41.5%
18.1 %
1.1 %
100%

The majority of the survey participants (n = 76, 80.9%) rated the induction program as
very effective and effective in terms of empowering them to strengthen their collaboration skills.
Another 18 respondents (n = 18, 19.1%) found the induction program ineffective in terms of
supporting them to build the collaboration skills.
Table 24 illustrates the frequency distributions for the statement “In your perception,
please rate the overall effectiveness of the mentor/ buddy/ instructional coach assigned to you

127
(e.g., he/she was encouraging, had common planning time, gave constructive feedback, spent
time with me etc.).
Table 24
Respondents Reporting the Effectiveness of Mentor/Buddy (n = 93)
Response
Very effective
Effective
Somewhat effective
Ineffective

Frequency
41
29
19
4

Total

93

Percent
43.6 %
30.9%
20.2 %
4.3 %
98.9%

The results illustrated that most of the novice teachers rated having a mentor/buddy
assigned to them as effective. For the majority of respondents (n = 41, 43.6%) the mentoring/
buddy system appeared successful as they chose the “very effective” for this statement, for
twenty-nine respondents (n = 29, 30.9%), the mentor/buddy had been effective. For the rest of
the respondents (n = 23, 24.5%) this characteristic of induction programming had been either
somewhat effective or ineffective. One study participant did not respond to the statement (n = 1,
1.1%).
Table 25 presents the frequency distributions for the effectiveness of principal support as
part of their induction experience.
Table 25
Respondents Reporting the Effectiveness of Principal Support (n = 94)
Response
Very effective
Effective
Somewhat effective
Ineffective
Total

Frequency
38
32
22
2
94

Percent
40.4 %
34.0%
23.4 %
2.1 %
100%
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Similar to the collaboration and mentoring experiences, principal support was identified
as one of the effective practices of induction programming. Seventy respondents (n = 70, 74.4%)
indicated that their principals had provided the assistance very effectively or effectively. For 22
respondents (n = 22, 23.4%) principal support had been somewhat effective. A frequency
distribution for the principals being ineffective while engaging beginning teachers in induction
programming had been two (n = 2, 2.1%).
While Tables 23 to 25 reported the frequency distributions for principal support practices,
Table 26 details the mean results and the standard deviation of the respondents’ perceptions
regarding the overall effectiveness of induction programming in terms of supporting teachers to
build collaboration skills, mentor/buddy and a principal support characteristic. The first column
in the table demonstrates the number of the responses collected, the second column represents
the means, or the average value, for the responses to each statement identifying novice teachers’
perceptions regarding the quality of induction programs. The last column in the table is a
standard deviation, or the dispersion of individual observations about the mean. The means and
standard deviations are calculated based on the responses to the variables of (a) very effective,
(b) effective, (c) somewhat effective, (d) ineffective.
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Table 26
Respondents Reporting Their Perceptions the Overall Effectiveness of the Induction Programs
Response

Number

The Overall Effectiveness of the Induction Program in
Terms of Supporting Teachers to Build Collaboration
Skills
The overall effectiveness of the mentor/ buddy assigned to
mentees (e.g., the mentor was encouraging, had common
planning time, gave constructive feedback, spent time
with the mentee etc.)
The overall effectiveness of principal support as part of
the induction experience

mean

Standard deviation

94

3.1915

.76589

93

3.1505

.89620

94

3.1277

.84541

The data analysis revealed the mean score of 3.1915 for the study participants’ responses
to the statement about the overall effectiveness of the induction program in terms of supporting
teachers to build collaboration skills, which is the highest mean in the table. This can be
interpreted that the respondents highly agreed with the statement that induction programs had
supported them to strengthen their collaboration skills. The lowest score for the standard
deviation (.76589) implies that the respondents agreed most on their responses. Data analysis
indicated that compared to the other two practices (building collaboration skills and a
mentor/buddy system) the principal support was the least effective characteristics in the
induction program offered to the novices, as the mean for the principal support component is the
lowest in the table, 3.1277 with the standard deviation of .84541.
Significant Findings Regarding Research Question Two
The initial analysis of the data, collected to respond to the research question two,
demonstrated that there were no significant findings regarding the quality of the implementation
of three components of the induction programming: collaboration, mentoring and a principal
support, as identified by Wong (2004).
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An ANOVA test was run to further explore the data to align the research question two.
One-way ANOVA test was conducted to particularly identify how the respondents perceived the
quality of the implementation of collaboration, mentoring and principal support practices as part
of their induction experience. The ANOVA analyzed data comparing the responses of the
novices about the overall effectiveness of the induction program in terms of supporting the
beginning teachers to build their collaboration skills, mentoring and a principal support, based on
the years of teaching, whether differences among groups of observations are the same or
different. The ANOVA test analysis highlighted that there is no significance (p < .05) based on
the years teaching at the school district.
Table 27 presents the ANOVA results of the perceptions about the overall effectiveness
of the induction program in terms of supporting the beginning teachers to build their
collaboration skills, based on the number of years the respondents taught at school districts.
Table 27
ANOVA: Teachers Reported Level of the Effectiveness of Collaboration Group by Years of
Academic Teaching

Between Groups
Within Groups
Total

Sum of Squares

Df

Mean Square

F

P

1.244
22.482
23.725

3
90
93

.415
.250

1.660

.181

Note. P < .05

As the data analysis indicated, there were no significant differences identified between
the groups in terms of the collaboration practice as part of the induction program, based on the
number of years the study participants had been teaching in the school district (F (3,90) = 1.660,
p = .181).
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Table 28 illustrates between the subjects ANOVA test results to compare the perceptions
of the overall effectiveness of mentor/buddy support component of the induction program.
Table 28
ANOVA: Teachers Reported Level of the Effectiveness of Mentor/Buddy Support Component
by Years of Academic Teaching
Sum of Squares

Df

Mean Square

F

P

1.583
28.017
29.599

3
89
92

.528
.315

1.676

.178

Between
Groups
Within Groups
Total
Note. P < .05

A significance value of less than .05 and all of the test significance values are not less
than .05, it is concluded that there is no difference among years in the teacher induction program
based on the mentoring/ buddy support variable (F (3,89) = 1.676, p = .178).
Table 29 presents one-way ANOVA test results for the perceptions about the
effectiveness of principal support component as part of the induction program.
Table 29
ANOVA: Teachers Reported Level of the Effectiveness of Principal Support Component by
Years of Academic Teaching

Between Groups
Within Groups
Total

Sum of Squares

Df

Mean Square

F

P

1.991
27.354
29.345

3
90
93

.664
.304

2.183

.095

Note. P < .05

ANOVA test results for the effectiveness of collaboration and mentoring components,
the test significance values are not less than .05, thus it can be interpreted that there is no
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difference among years in the teacher induction program based on the principal support variable
(F (3,90) = 2.183, p = .095).
Summary of Findings for Research Question Two
An initial statistical analysis depicted that there were no significant findings regarding the
effectiveness of the implementation of the three components of teacher induction programming,
which was consistent with the findings in the literature review. The majority of the respondents
believed that the overall effectiveness of induction programs was satisfactory in terms of:
●

Supporting them to build the collaboration skills (e.g., skills for working with
colleagues, such as reciprocal observations and peer coaching, learning from each
other),

●

Being assigned to the mentor/ buddy/ instructional coach (e.g., he/she was
encouraging, had common planning time, gave constructive feedback, spent time with
me etc.),

●

Being provided the assistance and support from principals.

Further analysis of the data sought to identify whether there are differences between the groups
of teachers based on the years of teaching. The findings demonstrated that there is no difference
among years in the teacher induction program based on the collaboration, mentoring and a
principal support variable.
In addition to examining the overall effectiveness of the implementation of collaboration,
mentoring and principal support characteristics, the study also explored the impact of the
implementation of teacher induction programs on beginning teachers’ performance at school.
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Research Question Three
What did K-12 novice teachers in select public schools in Minnesota report as the impact
on their teaching performance of their teacher induction programs?
The third research question focused on exploring the perceptions of the study
participants about the impact of the implementation of induction programs on their teaching
performance at school. The last part of the survey, consisting of the items ranging from 29 to 33
on the questionnaire, was designed by the researcher to identify various benefits of engaging new
teachers in teacher induction programs. The respondents were requested to select the responses
that best described their perceptions of benefits of teacher induction programming for their
professional performance and school district they teach in, using a four choice Likert scale. The
Likert scale choices were (a) strongly agree, (b) agree (c) disagree (d) strongly disagree.
Statement 29 in the survey was “because I have been engaged in Teacher Induction
Program activities, I feel confident to stay in the profession long-term”. Table 30 illustrates the
frequency distributions for this practice.
Table 30
Respondents Reporting About the Impact of Engaging in the Induction Program on Their
Willingness to Stay in the Profession Long-Term (n = 92)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
25
48
16
3
92

Percent
26.6%
51.1%
17.0 %
3.2 %
97.9 %

Analysis of the data indicated that the induction program had a positive impact on
beginning teachers’ perceptions to continue working in the teaching field as long-term (n = 73,
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77.7%). Only 19 respondents (n = 19, 20.2%) believed that enrolling in the induction program,
did not change their perceptions of whether to stay in the profession long-term or not. Out of the
94 respondents, two respondents decided not to respond to the survey question.
Table 31 reports the frequency distributions for the statement “When I developed my
expertise in teaching, my students’ achievement has been raised.”
Table 31
Respondents Reporting Raising of Students’ Achievement (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
39
51
1
3
94

Percent
41.5%
54.3%
1.1 %
3.2%
100%

Ninety respondents (n = 90, 95.8%) indicated that the engagement in the induction
program had strengthened their teaching skills, which was reflected on raised students’
achievement. Very few respondents (n = 4, 4.3%) disagreed with the statement in the survey.
Table 32 illustrates the frequency distributions for the statement “In my perception, the
teacher induction program raised my self- efficacy as a professional.”
Table 32
Respondents Reporting on Induction Program Raising the Self-efficacy as a Professional
(n = 91)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
28
52
9
2
91

Percent
29.8%
55.3 %
9.6 %
2.1 %
96.8%
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Ninety-one respondents responded to the statement. The findings indicated that most of
the respondents (n = 80, 85.1%) believed that their self-efficacy had been raised due to the
enrollment in the induction program. For 11 respondents (n = 11, 11.7%) their induction program
had not appeared the source for raising professional self-efficacy.
Table 33 indicates the frequency distributions for the statement “the Teacher Induction
Program in my perception could make a positive impact on school culture and climate.”
Table 33
Respondents Reporting on the Teacher Induction Program Making a Positive Impact on School
Culture and Climate (n = 94)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
41
49
2
2
94

Percent
43.3%
52.1%
2.1%
2.1 %
100%

The participants who believed that induction programs made a positive impact on school
culture and climate was significantly high (n = 90, 95.4%) in comparison to the respondents who
did not believe so (n = 4, 4.2%).
The last statement in the survey examined the perceptions of the beginning teachers
regarding the perceived leadership attributes, due to the participation in the induction program
(for example: developing teaching expertise, sharing teaching practices, reflecting on teaching
and learning, observing other teachers, having mentorship conversations etc.). Table 34
illustrates the frequency distributions of the responses.
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Table 34
Respondents Reporting About the Induction Program’s Impact on the Respondents’ Leadership
Skills (n = 92)
Response
Strongly Agree
Agree
Disagree
Strongly Disagree
Total

Frequency
32
47
12
1
92

Percent
34.0%
50.0%
12.8 %
1.1 %
97.9 %

For undetected reasons, 92 study participants responded to this statement. Two
respondents moved to the next question without responding to the statement. Data analysis found
that the perceived benefit of engaging in the induction program was developing leadership
attributes for the study participants. Seventy-nine respondents (n = 79, 84.0%) believed that their
leadership skills had been strengthened as they participated in the induction program. However,
13 respondents (n = 13, 13.9%) out of the 92 (n = 92, 97.9%) did not agree with the statement.
Table 35 details more information regarding the Tables 29-33. Table 35 includes the
means and standard deviation for each response to each statement related to the impact of the
implementation of teacher induction programs on the teaching performance and school district
for the beginning teachers. The first column in the table demonstrates the number of the
responses collected, the second column represents the means, or the average value, for the
responses to each statement identifying novice teachers’ perceptions regarding the outcomes of
engaging in the induction program. The last column in the table is a standard deviation, or the
dispersion of individual observations about the mean. The means and standard deviations are
calculated based on the responses to the variables of (a) strongly agree, (b) agree (c) disagree
(d) strongly disagree.
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Table 35
Respondents Reporting Their Perceptions on the Benefits of Engaging in Teacher Induction
Program (n = 94)
Response
Because I have been engaged in
Teacher Induction Program
activities, I feel confident to stay in
the profession long-term.

Number

mean

Standard deviation

94

3.0326

.76246

When I developed my expertise in
teaching, my students’ achievement
has been raised

94

3.4176

.51781

In my perception, the Teacher
Induction program raised my selfefficacy as a professional

91

3.1648

.68741

The Teacher Induction Program in
my perception could make a positive
impact on school culture and climate

94

3.4239

.53931

Because I have been engaged in a
Teacher Induction Program, in my
perception I developed my
leadership attributes ( for example:
developing teaching expertise,
sharing teaching practices, reflecting
on teaching and learning, observing
other teachers, having mentorship
conversations)

92

3.1957

.69912

The mean scores differ in the table ranging from the highest of 3.4239 to the lowest of
3.0326, meaning that the average responses to the statements varied. Statistical analysis indicate
that the most agreeable statement was “the Teacher Induction Program in my perception could
make a positive impact on school culture and climate” with the mean score of 3.4239. The least
favorable statement in the table was found to be “because I have been engaged in Teacher
Induction Program activities, I feel confident to stay in the profession long-term” with the mean
score of 3.0326 and the standard deviation of .76246. Another statement, where most
respondents agreed, was the perception that the development of the professional expertise
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through participating in the induction program is directly related to raising students’
achievement.
Significant Findings Regarding Research Question Three
The study explored the impact of the implementation of the teacher induction program on
beginning teachers’ performance in the classroom and at school. The benefits were identified
through the literature reviewed and were offered to the respondents in the form of the statements
to respond on a Likert scale choice: (a) strongly agree, (b) agree (c) disagree (d) strongly
disagree. Initial data analysis reported that there was no significant difference.
The data pertinent to the research question was further analyzed using a series of one-way
ANOVAs to determine whether the responses to the statements differed by the years of teaching
at school. The findings are reported in Table 36.
Table 36
ANOVA: Respondents Reporting the Benefits of Engaging in Teacher Induction Program by
Years of Academic Teaching (n = 94)

Between Groups
Within Groups
Total

Sum of Squares

Df

Mean Square

F

P

1.818
24.749
26.566

3
88
91

.606
.281

2.154

.099

Note. P < .05

The test results report the significance value not less than .05. This indicates that the
impact of implementing teacher induction program is equally beneficial for all groups of
beginning teachers, no matter the teaching experience at school (F (3,88) = 2.154, p = .099).
In addition to ANOVA, Pearson’s correlation test was run to examine correlations
between collaboration, mentoring and principal support variables and the perceived benefits of
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engaging in the induction program. Correlation tells us the direction and strength of the
relationship between two variables. A positive value indicates that as one variable increases, the
other one also increases. A negative value indicates that as one variable increases, the other one
decreases. The strength of the relationship (the actual number) comes from if we were to plot all
the individual responses and try to create a line of best fit. The number tells us how close to that
line our plot would be. An r value of .6-.7 is a strong relationship, .4-.5 a moderate relationship,
and .3 and below is a weak relationship. Besides the r values (correlation values) tell us that the
relationship is statistically significant (not due to chance). A p-value (significance) of .000 is
written as p < .001.
Table 37 reports the correlations between collaboration, mentoring and a principal support
variable.
Table 37
Pearson’s Correlations: Between Collaboration, Mentoring and a Principal Support and
Benefits of Participating in the Induction Program (n = 94)

Collaboration

Mentoring

Principal Support

Pearson’s
Correlation
Sig (failed)
N
Pearson’s
Correlation
Sig (failed)
N
Pearson’s
Correlation
Sig (failed)
N

Collaboration

Mentoring Pr.S

Benefits

1
000
94

640
000

658

93

94

640
000
94

1
000
93

567

658
000
94

567
000

1

93

94

730

552

94
632

The statistical analysis revealed a strong positive relationship between collaboration,
mentoring and principal support and the perceived benefits of participating in the induction
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program. This means that when the perception in one area increases, it increases in the other area
too. The strongest correlation was determined between collaboration and benefits (r = 73, p <
.001). The lowest correlation in the table was identified between mentoring and benefits of
engaging in the induction program. (r = 552, p < .001).
Summary of Findings for Research Question Three
An initial analysis of the data regarding research question three indicated the majority of
the respondents benefited from engaging in induction programs as they believed that they would
stay in the profession long-term, developed professional expertise, which consequently impacted
students’ achievement, raised self-efficacy as a professional, benefited to the school climate and
the culture, and developed leadership skills. These findings were consistent to the practices
identified through the literature review. Further analysis of the data explored that no matter the
differences in the years of academic teaching at schools, the beginning teachers perceived the
implementation of teacher induction programs as means of positive impact on their teaching
performance. The highest correlation was found between collaboration and the benefits of
participating in induction programs.
Summary
Chapter IV detailed the results of data analysis aligned to each of the research questions
and presented the treatment of the statistical analysis in descriptive and visual form (tables). The
quantitative survey data for the study was collected from 94 beginning teachers from selected
school districts in Minnesota to evaluate beginning teachers’ perceptions about the
implementation and effectiveness of teacher induction programs in Minnesota public school
districts.
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Descriptive statistics computations, including means and frequencies, as well as specific
statistical tests, Pearson Correlation and the ANOVA, were employed to analyze the data.
Chapter V will summarize the major findings of the study and provide conclusions and
recommendations for the further studies.
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Chapter V: Summary, Conclusions and Recommendations
Chapter V summarizes the findings of the study and includes: the research overview,
purpose, research questions, study design, description of the sample, and data analysis. This
chapter presents the analysis of the data to respond to each of the research questions, followed by
the limitations of the study, the conclusions, and recommendations for the practitioners and the
future research.
Summary
Research Overview
The literature regarding the challenges beginning teachers face in the field is abundant.
Research reviewed suggested that the implementation of teacher induction programs empowers
beginning teachers in their transition period from pre-service to professional teaching (e.g.,
Feiman-Nemser, 2001; Kelchtermans & Ballet, 2002) and assists them into assimilating into the
profession efficiently (e.g., Ingersoll, 2007; Ingersoll & Smith, 2004; Wong, 2004). Wong
(2004) defined induction as “a system wide, coherent, comprehensive training and support
process that continues for 2 or 3 years and then seamlessly becomes part of the lifelong
professional development program of the district to keep new teachers teaching and improving
toward increasing their effectiveness” (p. 42). While the implementation of the induction
program is a highly advocated practice, research suggests that the opportunities to participate in a
quality induction program are not the same for all the beginning teachers as different countries
and states either do not practice the induction at all, or they implement the programs differently,
which means that selective induction components are incorporated in teacher induction
programming and the duration varies too. Particularly, in the state of Minnesota, implementing
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induction programming is not mandated, but highly recommended by education stakeholders
(Teacher Support Partnership, 2011, p. 2).
Research Purpose
The purpose of the study was to examine teachers’ perceptions about the extent and
quality of the implementation of teacher induction programs based on three characteristics of
effective teacher induction programs: collaboration, mentoring and principal support, identified
by Harry K. Wong (2004). The study also examined their perceptions of the outcomes of
engaging in induction programs and the impact of teacher inductions programs on their teaching
practice.
Research Questions
The study had three guiding research questions:
1. What did K-12 novice teachers in select Minnesota school districts report as the
extent to which collaboration, mentoring and principal support were implemented in
teacher induction programs?
2. What were select Minnesota public school districts' K-12 novice teachers’
perceptions regarding the quality of the implementation of induction programs
characteristics, collaboration, mentoring and principal support?
3. What did K-12 novice teachers in select public schools in Minnesota report as the
impact on their teaching performance of their teacher induction programs?
Research Design
The study adopted quantitative, descriptive research by surveying K-12 public school
teachers who have completed 1 to 3 years of teaching and at least 1 full year of teacher induction
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experience in select Minnesota public schools. According to Patricia Leavy (2017) quantitative
research is justifiable when the researcher’s purpose is to explain or evaluate (p. 9).
The researcher employed a survey method as a study instrument to collect the data. The
survey instrument consisted of three sections with 33 items designed to address the study
purpose and objectives. Section one employed two items and gathered information on general
demographics, specifically the number of years teaching in the district and an induction
experience. In section two, selected participants responded to the questions that are formulated
based on the three characteristics of an induction program: collaboration, mentoring and
principal support, suggested by Harry Wong (2004). Section three, with five items, collected the
information on the study participants’ experience regarding the outcomes of engaging in a
teacher induction program.
Data Analysis
Descriptive statistics computations, including means and frequencies, as well as
inferential statistical statistics, specific statistical tests: Pearson Correlation and the one-way
analysis of variance (ANOVA) were employed to analyze the data. All data were downloaded
into Statistical Package for Social Sciences (SPSS) for statistical analysis. Throughout the
analysis, the confidence interval of 95% (alpha of 0.05) was utilized to determine the statistical
significance. The data analysis was presented in chapter four. Summary of the data analysis,
conclusions and recommendations are presented in this chapter.
Limitations of the Study
Limitations are “the systematic bias that the researcher did not or could not control and
which could inappropriately affect the results” (Price & Murman, 2004, p. 66).
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The following limitation occurred during the study:
●

The number of the superintendents granting permission to the researcher to
implement the study was limited due to the time devoted to educational changes that
needed to be planned and implemented by all superintendents during the COVID-19
pandemic.

●

For some questions, not all participants responded.

Conclusions and Discussions by Research Questions
Conclusions and discussions section of Chapter V interpret the results to respond to the
research questions of the study. The findings are organized based on the research questions and
are supported with the findings from the literature review.
Research Question One
1. What did K-12 novice teachers in select Minnesota school districts report as the extent
to which collaboration, mentoring and principal support were implemented in teacher induction
programs?
Selected participants for the study were requested to identify their status, as beginning
teachers and the range of the induction program experience (6 months to 3 years), followed by
the rating their perceptions of the extent of the implementation of collaboration, mentoring and
principal support on their Likert scale choices (strongly agree, agree, disagree, strongly
disagree).
Below the findings are discussed specific to collaboration, mentoring and principal
support characteristics employing the frequency distributions, and specific statistical tests:
Pearson Correlation and the one-way analysis of variance (ANOVA).
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Characteristic One: Collaboration
In 2004, Wong called for the attention on creating collaboration opportunities for novice
teachers through induction programming (p. 48). For the study participants, collaboration was
clarified, as “People throughout the school having conversations with each other, learning from
each other, and making minute-by-minute, day-by-day instruction decisions based on the collective
knowledge of the group” (Graham & Ferriter, 2010, p. 7). Cooperative planning, learning
communities were regarded in the survey as part of the collaboration.
As data findings indicated, professional learning communities (PLCs) at selected publicschool districts in Minnesota were found as one of the strong areas of the collaboration process
in induction programming. The statement of the survey, “I participated in professional learning
communities” was ranked the highest (n = 90, 93.6%). Consistent to these study findings,
professional learning community (PLC) practice was emphasized in the literature reviewed as
well. As McConnell et al. (2013) stated, “Professional development that engages teachers in
instructional inquiry over an extended time through collaborative professional learning
communities (PLCs) is effective in improving instruction and student achievement” (p. 267).
Other higher ranked perception, according to the survey responses, was the belief that
collaboration practices had contributed to increased trust and respect among colleagues (n = 90,
95.8%). Similar to the findings of this study, The American Institute for Research (2015) had
highlighted the positive influence of collaboration on the sense of trust and respect, by stating
that, “Professional collaboration provides the ability to positively build on teachers’ disparate
experiences and increases the level of trust and respect among colleagues” (p. 2). The response
rates were equally split between the statements “I was provided opportunities to share innovative
ideas, experience and resources, as well as discuss issues and challenges with peers in an
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informal and formal setting” and “In my perception, my school encouraged collective
participation of groups of teachers from the same school, subject, or grade to promote coherence
and active learning”. For both statements, the collected responses demonstrated that 87
beginning teachers (n = 87, 92.5%) had been provided with the opportunities to discuss the
innovative ideas, experience, obstacles, and resources with the colleagues, and selected schools
for the study had encouraged collaboration between the teachers of the subject or grades (n = 87,
92.6%). Consistent to these findings, scholarly literature referred to the efficiency of the
collaboration practice when the teachers are from the same grade and subject. For example,
Garet et al. (2001) provided the following justifications:
teachers who are from the same school, department, or grade are likely to share common
curriculum materials, course offerings, and assessment requirements…. discuss students'
needs across classes and grade levels and professional development may help sustain
changes in practice over time, as some teachers leave the school's teaching force and
other new teachers join the faculty. (p. 922)
One of the benefits of collaboration practice, was identified by The American Institute of
Research (2015) that participating in a teacher induction program prevents novices from feeling
isolated. The statement for the study, “Professional collaboration prevented me from feeling
isolated” emerged from the particular benefit. The study participants agreed or strongly agreed
with the statement (n = 85, 90.4 %) and identified collaboration as the means of preventing
themselves from feeling isolated. The lowest ranked statement in the survey was found to be “I
had an opportunity to engage in cooperative planning” (n = 81, 86%). In the literature reviewed,
collaboration planning was defined as the process of teaming up novices and veteran teachers to
implement instructional planning (Stansbury & Zimmerman, 2000, p. 17). Even Though the
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highest number of the respondents (n = 13,), according to the survey responses, were deprived of
the opportunity to participate in cooperative planning, the finding is undoubtedly consistent with
the literature reviewed. The responses indicated that the administrators of selected Minnesota
public schools implement the cooperative planning as part of the induction program experience
(n = 81, 86%).
Interesting findings regarding the collaboration practice were explored from the data
analysis using the two parameters: means and a standard deviation. The means are the average
value, for the responses to each statement identifying novice teachers’ perceptions regarding the
collaboration experiences as part of the induction program offered, while standard deviation
represents the dispersion of individual observations about the mean. The mean in the statistical
analysis for the collaboration practices ranged between the highest of 3.5161 to the lowest of
3.2903. The statistical analysis revealed that survey participants’ responses were high to the
descriptors for the standards of the following statements:
1. “I participated in professional learning communities” (mean 3.5161, standard
deviation .60096).
2. “In my perception, professional collaboration increased the level of trust and respect
among colleagues” (mean 3.5000, standard deviation .58199).
3. “In my perception, my school encouraged collective participation of groups of
teachers from the same school, subject, or grade to promote coherence and active
learning” (mean 3.4362, standard deviation .63175).
The two statements that appeared somewhat less favorable for the respondents were:
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1. “I was provided opportunities to share innovative ideas, experience, and resources, as
well as discuss issues and challenges with peers in an informal and formal setting”
(mean 3.3978, standard deviation .61041).
2. “Professional collaboration prevented me from feeling isolated” (mean 3.3723,
standard deviation .65556).
Additionally, the data analysis found that the respondents disagreed with the statement “I
had an opportunity to engage in cooperative planning,” as the mean score for this statement is the
lowest in the table (3.2903), with the standard deviation of .68494, referencing the higher spread
of the data, which can be translated that there was no consensus in their responses.
A one-way Analysis of Variance (ANOVA) test compared the mean and standard
deviation among the study groups to determine if there is a difference among the different years
of teaching groups. It was determined that there was no statistically significant difference among
years teaching in regard to collaboration (F (3,90) = 1.66, p = .181). The P-value equaled .181
indicated that there were no statistically significant differences found and it failed to reject the
Null Hypothesis. In other words, there was no difference in responses among the groups of
teachers based on their teaching years (F (3,90) = 1.66, p = .181).
Overall, the study results indicated the participating districts in the study supported
beginning teachers in terms of collaboration consistent with the suggestions and the practices
found in the literature reviewed.
Characteristic Two: Mentoring
The second characteristic examined in the study to respond to the first research question
was mentoring. According to Moir (2009), mentoring is individual coaching sessions, (where)
mentors help new teachers set professional goals, plan lessons, analyze student work, and reflect
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on progress (p. 16). Along with the definition of mentoring, the term mentor was also stated in
the survey for the purpose of the study. The Teacher Support Partnership (2011) defined mentors
as:
educational leaders and agents of change who help increase the impact of professional
development on student learning through peer coaching, collaboration, and reflection on
practice. With well-prepared mentors, initial educators have the support they need to
become self-directed learners who are able to reflect on their practice and exhibit higher
levels of educational competence and confidence. (p. 32)
In Minnesota, mentoring is not mandated, but highly encouraged by Minnesota Statute
112A.70 Teacher Mentorship and Retention of Effective Teachers, “School districts are
encouraged to develop teacher mentoring programs for teachers new to the profession or district,
including teaching residents, teachers of color, teachers who are American Indian, teachers in
license shortage areas, teachers with special needs, or experienced teachers in need of peer
coaching. (Minn. Stat. § 122A.70). According to survey results, it was reported that
administrators ensure assigning either formal mentors or an informal “buddy” to the beginning
teachers. Study results indicated that assigning a formal mentor had been the most popular form
of mentoring practice at the selected schools of Minnesota (n = 81, 86.2%) versus assigning “a
buddy” or an informal mentor (n = 33, 35.1%). Interestingly, some public-school districts
practice with both a formal mentor, and “a buddy” mentor.
While literature equally promoted various ways of practicing mentoring support, such as
co-teaching, modeling, providing resources to the beginning teachers, planning lessons together,
observing new teacher during instructional time and giving critical feedback (Carver & FeimanNemser, 2009; Sowell, 2012), the data analysis for this study illustrated that the mentoring
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support for the novices was primarily provided in the form of the provision of constructive
feedback (n = 68, 74.3%), instructional resources (n = 60, 63.8%) and classroom observations
(n = 51, 54.3%). The least common practices offered to the novices were common planning time
with the mentor (n = 31, or 33.0%), and modeling (n = 23, 24.5%). Co-teaching was found to be
the least utilized strategy of mentoring practice (n = 7, 7.4%). Opposite the respondents
indicating the “none of the above” choice in the Likert-scale (n = 8, 8.5%), five participants, or
5.3% stated that they had been provided with “all of the above” experiences, including coteaching, modeling, instructional resources, common planning time, observing and constructive
feedback.
A trusting relationship with mentors, being provided with classroom management
techniques and the release time to meet with mentors, being assigned with mentors from the
same school, grade, and content area were all associated with successful mentoring practice in
the scholarly literature. Similarly, this study findings identified that most of the respondents
(n = 82, 87.2%) established a trusting relationship with their mentors/buddies/instructional
coaches and they (n = 71, 75, 6%) were supported by mentors/buddies/instructional coaches with
guiding in classroom management techniques. (n = 82, 87.3%) matched with a mentor/buddy
with the compatible credentials (the same school, grade, and a content area). These findings were
consistent to the findings identified in the literature reviewed. On the findings drawn from the
exploratory case study, Sowell (2017) found three important mentoring strategies: developing
trusting relationships with the beginning teacher, guiding new teachers in increasing classroom
management and sharing instructional strategies that are relevant to the individual classroom
content and context (pp. 130-132). Some of the other researchers who stressed the importance of
trust in mentee-mentor relationships are Bullough (2012), Hudson (2013) and Glazer and
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Hannafin (2006). In terms of guiding new teachers in improved classroom management Sowell
(2012) clarified that the mentor should guide the mentee to allocate relevant resources, model
effective classroom management techniques for the mentees and co-teach. Similarly, Ormond
(2011) suggested the mentor to be present in the classroom to provide authentic support to the
beginning teacher. “Some support requires an immediate physical presence or even intervention
by the mentor, especially if the mentee is experiencing classroom management issues” (p. 58). In
addition, when Kilburg and Hancock (2006) conducted a large-scale study in Oregon, they
interviewed 149 mentoring teams in four different school districts as part of the study. The study
outlined a crucial importance of the mentor and mentee to share the same school, subject,
specialty area, or grade level. While all the findings of this study were consistent with the best
practices promoted in the scholarly literature, one component of the mentoring practice had been
found somewhat loose in the selected Minnesota public school districts. It was found that a
significantly high number of respondents had not had the release time to meet with the mentor (n
= 33, 35.1%). Opposite to this finding, the allocation of an adequate time to observe the
beginning teacher and conduct team meetings by the mentor, was listed as one of the key
findings in the study implemented by Kilburg and Hancock (2006).
The findings regarding the mentoring component of the induction program, using the two
parameters: means and a standard deviation, indicated that the statement “I developed a trusting
relationship with their mentors or “buddies” scored the highest (mean 3.4301, standard deviation
.72828.). This indicated that the respondents highly believed that they had developed a trusting
relationship with their mentors, and the responses to this statement come to an agreement,
meaning that there is a consensus between the respondents. Based on the results of this study, the
second ranking statement was “my mentor/buddy was from the same school, grade, and content

153
area” (mean 3.3333, standard deviation .87497). Compared to other practices, the respondents
indicated having less mentor support in terms of classroom management, which implied the
allocation of relevant resources, modeling effective classroom management techniques, coteaching etc. (mean 3.0870, standard deviation .79355). A statistical analysis detected that the
least provided opportunity for the respondents as part of the induction program offered, had been
a release time to meet with the mentor (mean 2.8901, standard deviation of .87497).
The ANOVA results for mentoring, demonstrated that there was no statistically
significant difference among the years of teaching and mentoring (F (3,89) = 1.676, p = .178).
The P-value equaled .181 indicated that there were no differences found and it failed to reject the
Null Hypothesis.
Characteristics Three: Principal Support
Believing in the power of principal support to the novices, Anne Watkins (2011) cited
Susan M. Johnson and Sarah Birkeland’s study “Project on the Next Generation of Teachers”
findings “If given the choice between a school where they could earn a significantly higher
salary and one with better working conditions, teachers would choose the school with better
working conditions by a margin of 3 to 1” (p. 1). Good working conditions are created at school
when the site principals inspire teachers to improve their instructional practices, identify
teachers’ professional development needs through observations, surveys, conversations, and
requests, facilitate the delivery of learning activities that will fulfill teachers’ development needs,
provide teachers with necessary resources, recognition, and rewards, and establish an
environment that supports collegiality and collaboration (Barbara & Brock, 2005, pp. 120-121).
In addition, Bartell (2004) reported that without the support of principals at school, induction
programming is doomed to fail, thus principals
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need to understand and be supportive of the efforts made on behalf of the new teacher at
their own sites. They should understand and support the goals of the induction program
so that their own advice and counseling is consistent with the goals of the program and
the vision of teaching that is being promoted. They need to support those who will assist
and mentor the novice teachers at their own site. (Bartell, 2005, p. 49)
Consistent with the best practices from the literature review, this study identified the following
highest rated perceptions in the study. The study found that the principals in the selected
participating school districts:
1. Understood the strategies and tools that comprised mentor-mentee relationships (e.g.,
observing and giving feedback, analyzing student work, accessing school and
community resources, planning lessons, avoiding misunderstandings and aligning
support) (n = 86, 91.5%).
2. Implemented teacher assessment by aligning professional goal setting and assessing
beginning teachers’ professional growth and effectiveness (n = 84, 89.4%).
3. Were aware of the components of induction programming and articulated them to
staff, parents, and school community (n = 82, 87.2%).
4. Identified beginning teachers’ professional development needs through observations,
surveys, conversations, and requests (n = 82, 87.2%).
5. Inspired the novices to improve instructional practice (n = 80, 85.5%).
Less implemented strategies compared to the highly rated ones, were the awareness of the
challenges beginning teachers faced in daily operations at school (n = 75, 79.8%), and the
provision of necessary resources, recognition, and rewards (n = 69, 73.4%).
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When computing statistical analysis with the parameters of means and standard
deviations, the statements shared two scores, the highest of 3.3333 with the standard deviation of
.68101, and the lowest of 3.0870, with the standard deviation of 79355. Apparently, the
respondents were more highly agreeable or highly favorable towards the perceptions, that the
principals at their schools:
1. Influenced the system by advocating for teachers’ rights and making sustainable work
conditions.
2. Implemented teacher assessment.
3. Were aware of the strategies and tools that comprise mentor and beginning teacher
relationships.
4. Were aware of the components of induction programs and articulated them to staff,
parents and school community.
5. Ensured the delivery of learning activities fulfilled professional developmental needs.
6. Identified professional development needs through observations, surveys,
conversations, and requests.
Less favorable statements were that principals:
1. Inspired beginning teachers to improve instructional practice.
2. Provided necessary resources, recognition, and rewards.
3. Understood the challenges beginning teachers faced in their daily operations at
school.
Running an ANOVA test, similar to the variables of collaboration and mentoring, there
was no significance found in the principal support practice based on the number of years the
study participants had been teaching in the school district (F (3,90) = 2.183, p = .095). This

156
indicated that the beginning teachers’ perceptions do not differ based on the years of teaching in
the districts.
Significant Findings Related to Research Question One
Pearson’s correlation test was run to explore the correlations between the following
variables: collaboration, mentoring, principal support, benefits of engaging in the induction
program and mentor or “buddy” effectiveness. Correlation tells us the direction and strength of
the relationship between two variables. A positive value indicates that as one variable increases,
the other one also increases. A negative value indicates that as one variable increases, the other
one decreases. The strength of the relationship (the actual number) comes from plotting all the
individual responses and trying to create a line of best fit. The number tells us how close to that
line our plot would be. An r value of .6-.7 is a strong relationship, .4-.5 a moderate relationship,
and .3 and below is a weak relationship. Besides the r values (correlation values) tell us that the
relationship is statistically significant (not due to chance). A p-value (significance) of .000 is
written as p < .001. All the variables were correlated to each other, meaning as perception in one
area increases, it increases in the other area too. For example, collaboration and mentor
perceptions were significantly related (r = 64, p < .001). It was found that a respondent who
perceived that collaboration was important, also valued mentoring. The same was true regarding
the correlation between mentoring and the principal support. The highest correlation was
identified between principal support and collaboration areas (r = 658, p < .001). The lowest
correlation in the table was between principal support and mentoring variables (r = 56.7, p <
.001).
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Significant Findings Related to Research Question Two
The statistical analysis found that the participating districts in the study had implemented
collaboration, mentoring and principal support practices consistent with those identified in the
literature review. Research question two sought to explore the quality of the implementation of
collaboration, mentoring and principal support as part of the induction program offered to
beginning teachers in public school districts in Minnesota.
What were selected Minnesota public school districts' K-12 novice teachers’ perceptions
regarding the quality of the implementation of induction programs characteristics, collaboration,
mentoring and principal support?
Respondents were requested to respond to the survey questions using four-choice Likert
Scale (very effective, effective, somewhat effective, and not effective). The results revealed that
most respondents found the induction components effective. The detailed summary of the study
findings is described below.
The findings of the study indicated that the engagement in the induction program
provided the best support to the study participants in terms of building the collaboration skills
(e.g., skills for working with colleagues, such as reciprocal observations and peer coaching,
learning from each other, etc.). Seventy-six respondents (n = 76, 80.9%) rated the induction
program as very effective or effective. The perceptions in the study were equally shared between
the components: principal support and mentoring. The study findings indicated that, the
principals had provided the assistance ranging from very effective to effective (n = 70, 74.4%)
versus the respondents (n = 24, 25.5%) who rated principal support in the induction program,
somewhat effective or ineffective. The same was found about the mentoring support. For the
majority of the respondents (n = 70, 74.4%) the mentoring/buddy system appeared either very
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effective or effective. For the rest of the respondents (n = 24, 25.7%) this characteristic of the
induction program had been either somewhat effective or ineffective.
The statistical analysis revealed that the study participants highly rated the statement
about the overall effectiveness of the induction program in terms of supporting teachers to build
collaboration skills, (mean 3.1915, standard deviation .76589). The other statement that the
respondents found either very effective or effective was “in your perception, please rate the
overall effectiveness of the mentor/ buddy assigned to you (e.g., he/she was encouraging, had
common planning time, gave constructive feedback, spent time with me, etc.)” (mean 3.1505,
standard deviation .89620). Data analysis also indicated that compared to the other two practices
(building collaboration skills and a mentor/buddy system) the principal support had been the
least effective characteristics in the induction program offered to the novices (mean 3.1277,
standard deviation of .84541).
Significant Findings Related to Research Question Three
The literature review, discussed in Chapter II, found that the implementation of
exemplary induction programs enhances beginning teachers to become more effective teachers in
their classrooms, raise self-efficacy and accelerate the process of becoming teacher leaders.
Furthermore, teacher induction programs increase the likelihood of students’ high academic
performance, stem high attrition rates, and contribute to establishing positive school culture and
climate (Bergren-Mann, 2016; Berry et al., 2013; Brock & Grady, 2005; Carver & Meier 2013;
Carver-Thomas & Darling-Hammond, 2017; Castro et al., 218; Goldrick, 2016; Holt,2011; Moir
& Gless, 2001; Munshi, 2018; New Teacher Center, 2014; Young et.al, 2017).
What did K-12 novice teachers in select public schools in Minnesota report as the impact
on their teaching performance of their teacher induction programs?
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The third research question focused on exploring the perceptions of the study participants
regarding the impact of the implementation of induction programs on their teaching performance
at school. The respondents were requested to select the responses that best described their
perceptions of the benefits of teacher induction programs for their professional performance and
the school district they teach in, using a four choice Likert scale: a) strongly agree, b) agree,
c) disagree, d) strongly disagree.
The amplest sources in the scholarly literature highlighted the direct correlation between
participation in induction programs and increased students’ academic achievement. For example,
Young et a.l (2017) study examining the impact of the New Teacher Center (NTC) induction
model on teacher practice and student achievement in Chicago Public Schools (CPS), Illinois and
Broward County Public Schools (BCPS), Florida, revealed that new teachers who participate in
the induction program increase student achievement in grades four to eight by up to 4 months in
ELA/reading and up to 5 months in math (pp. 1-5). The results of this study were consistent with
the literature review. Ninety respondents (n = 90, 95.8%) indicated that engagement in the
induction program had strengthened their teaching skills, which was reflected on raised students’
achievement. Very few respondents (n = 4, 4.3%) disagreed with the statement in the survey.
Believing in the role of empowering beginning teachers with induction program
activities, and its impact on school culture, Feiman-Nemser (2003) suggested the implementation
of induction programing at school as it is the process of “helping new teachers fit into the
existing system” (p. 3). Similarly, Brock and Grady (2005) emphasized the role of the induction
programming in supporting novices to adapt to school culture, as induction is “a process that
teaches the social and cultural practices that center on learning, what it means to be a learner, and
what it means to help others learn” (p. 32). The statement “The Teacher Induction Program in
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my perception could make a positive impact on school culture and climate” was the second rated
in the survey. The study participants who believed that induction programs made a positive
impact on school culture and climate was significantly high (n = 90, 95.4%) in comparison to the
respondents who did not believe so (n = 4, 4.2%).
The study results also indicated that beginning teachers believe that their self-efficacy
increases as a professional, as they participate in the induction program. Eighty respondents
(n = 80, 85.1) out of the ninety-one (n = 91, 100%), believed that their self-esteem had been
affirmed and strengthened due to their participation in the induction program. Eleven
respondents (n = 11, 11.7%) indicated that induction programming was not a source for raising
professional self-efficacy. Similarly, the related literature reported that there is a significant
relationship between beginning teachers’ perceived effectiveness of the induction program and
their self–efficacy. Unruh and Holt (2010) found in their study in an urban school district in a
large metropolitan city, that teachers with an induction program experience rate their overall
efficacy in the classroom higher than their counterparts without the opportunity to be involved in
the induction program (pp. 3-14). Based on the findings drawn from the qualitative study by
Munshi (2018), novice teachers demonstrate more confidence and have a better understanding of
their role in creating learning opportunities for their students when they are engaged in consistent
and structured professional development opportunities, collaborate with grade-level colleagues
and the mentoring support is intense, well-planned, and on-site (p. 155).
The findings were found to be consistent with the literature reviewed regarding the teacher
retention. Krasnof (2014) stated that a survey of 2,000 current and former teachers consistently
identified five factors as reasons for remaining in their classrooms and schools:
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1. Time to collaborate with colleagues to plan and participate in professional activities,
which allows colleagues to learn from one another and reduces isolation.
2. Job-embedded professional development planned collaboratively with other teachers
and leaders to target instructional strategies and other content immediately applicable
to their practice.
3. Sense of autonomy to exercise authority in their classrooms and participate in the
decision-making process at the school level.
4. Time to interact with supportive educational leaders in a reciprocal relationship of
respect, support, and involvement in leadership opportunities.
5. Opportunities to provide input regarding student learning outcomes as part of a
professional learning community where teachers question and discuss student needs,
subject matter, assessments, equity, and access, and generate local knowledge. (p. 25)
All the above stated factors are the practices of induction programming. Thus, induction
programming can be considered as one of the primary sources of teacher retention. Similarly,
Darling-Hammond (2010) identified additional components to create a bigger picture of teacher
induction impact on teacher retention. She suggested mentoring and support as vital strategies
together with salaries, working conditions, teacher preparation, and incentives to retain the
novice teachers in the district (p. 20). Analysis of the data for this study also exhibited that the
induction program had a positive impact on beginning teachers’ perception to continue working
in the teaching field as long-term (n = 73, 77.7%).
The last statement in the survey examined the perceptions of the beginning teachers
regarding the perceived leadership attributes due to the participation in induction programs (for
example: developing teaching expertise, sharing teaching practices, reflecting on teaching, and
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learning, observing other teachers, having mentorship conversations, etc.). As Lambert (2003)
stated “everyone has the right, responsibility and capability to be a leader” (p. 38), thus, the
statement “Because I have been engaged in a Teacher Induction Program, in my perception I
developed my leadership attributes” identified the beliefs about the role of the induction program
in the process. Study findings were consistent regarding the leadership attributes as one of the
reported outcomes of engaging in the induction program. Seventy-nine respondents (n = 79,
84.0%) believed that their leadership skills had been strengthened as they participated in
induction programs. Thirteen respondents (n = 13, 13.9%) out of the 92 (n = 92, 97.9%) did not
agree with the statement.
When Dr. Bergren-Mann (2016) implemented a comprehensive study, An Evaluation of
Novice Teachers’ Perceptions Regarding Teacher Induction and Teacher Leadership, she found
that Minnesota public school teachers in their second and third years of teaching, who had been
engaged in induction programs for 2 years, either perceived themselves as teacher-leaders or
believed they were prospective teacher-leaders.
Statistical analysis using the two parameters, means and standard deviation, found that
the most agreeable statements in the survey were:
1. “The Teacher Induction Program in my perception could make a positive impact on

school culture and climate” (mean score 3.4239).
2. “When I developed my expertise in teaching, my students’ achievement has been

raised” (mean score 3.4176).
Less favorable statements in the survey were:
1. Because I have been engaged in teacher induction programs, in my perception I

developed my leadership attributes (for example: developing teaching expertise,
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sharing teaching practices, reflecting on teaching and learning, observing other
teachers, having mentorship conversations, etc.) (mean score 3.1957).
2. In my perception, the Teacher Induction program raised my self- efficacy as a
professional (mean score 3.1648).
The least favorable statement in the survey was found to be:
1. “Because I have been engaged in Teacher Induction Program activities, I feel

confident to stay in the profession long-term” (mean score 3.0326).
A one-way Analysis of Variance (ANOVA) test results reported the significance value
not less than .05 indicating that the impact of implementing teacher induction program is equally
beneficial for all groups of beginning teachers, no matter the teaching experience at school
(F (3,88) = 2.154, p = .099).
Pearson’s correlation test to examine correlations between collaboration, mentoring and
principal support variables and the perceived benefits of engaging in the induction program,
revealed a strong positive relationship between the collaboration, mentoring and principal
support and the perceived benefits of participating in the induction program. This means that
when the perception in one area increases, it increases in the other area too. The strongest
correlation was determined between collaboration and benefits (r = 73, p < .001). The lowest
correlation in the table was identified between mentoring and benefits of engaging in the
induction program. (r = 552, p < .001).
Recommendations for the Field
Based on the review of the literature and the findings of the study, the researcher
provided the following recommendations for the successful implementation of induction
program:
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1. Induction leaders are encouraged to sustain the effectiveness of the induction program
and work on the strengthening of the induction program components continuously.
2. Principals are on the right path of providing their support to the beginning teachers,
however they are encouraged to get more involved in the implementation of the
induction program, particularly the mentoring component.
3. As the study found multiple benefits of engaging new teachers in the induction
program, induction leaders are highly recommended to implement 3-year induction
programming for beginning teachers.
4. Principals are encouraged to ensure the provision of release time to novices to meet
with their mentors/instructional coaches/buddies, specifically for constructive
feedback, instructional coaching conversations, observations, and setting goals. Being
provided release time will help ensure the growth is going to happen.
5. Induction leaders are encouraged to ensure that all beginning teachers are assigned
with formal mentor/instructional coaches versus buddies.
6. Principals are recommended to look at further development of acknowledgement and
recognition of beginning teachers’ commitment and accomplishments.
Recommendations for Future Research
The following are recommendations for future studies, gleaned from the research process:
1. It is recommended that a future study be conducted using qualitative or/ and mixed
methods of research. It could provide a deeper insight of the novice teachers’
perceptions regarding induction programming.
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2. It is recommended that a study be implemented to analyze the other components of
the induction program such as orientation, professional development, modeling and
observations.
3. It is recommended that the study be replicated in other states and countries.
4. It is recommended that future research be conducted to identify if the variables of
public-school districts, such as the location (rural/suburban/urban) or the size (large
or small) have an impact on the quality of the provision of teacher induction program
experience to the novices.
5. It is recommended that a future study be implemented in charter and private schools
in Minnesota and the United States.
6. It is recommended that a future study be conducted to identify induction program
leaders’ (principals, mentors, superintendents) perceptions about the implementation
of the induction programming.
7. It is recommended that a study be conducted to identify barriers in implementing
induction programming from the perspectives of various induction leaders.
8. It is recommended that future research challenges districts how many of them have
true instructional coaches in place and what is the impact on teaching effectiveness
and student achievement.
9. It is recommended that future research be conducted to identify the perceptions and
beliefs of beginning teachers regarding the other induction leaders: Directors of
Special Education Departments, assistant principals in order to look at the broader
picture across all positions.
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10. It is recommended that future research be implemented to identify the effectiveness of
Higher Ed Licensure programs in training the administrators, to examine the
prospective administrators’ perceptions and beliefs about the preparation with entry
level skills for implementing quality induction programs.
Summary
The implementation of induction programs is strongly advocated in the scholarly
literature as it provides support to the novices in their transition from pre-service to professional
teaching (e.g., Feiman-Nemser, 2001; Kelchtermans & Ballet, 2002) and helps them assimilate
into the profession efficiently (e.g., Ingersoll, 2007; Ingersoll & Smith, 2004; Wong, 2004). For
the purpose of the study, the induction program was defined as “a system wide, coherent,
comprehensive training and support process that continues for 2 or 3 years and then seamlessly
becomes part of the lifelong professional development program of the district to keep new
teachers teaching and improving toward increasing their effectiveness” (Wong, 2004, p. 42).
The study examined the extent and the quality of the implementation of teacher induction
programs based on three characteristics of effective teacher induction programs as identified by
Harry K. Wong (2004), collaboration, mentoring and principal support. The study also analyzed
the perceptions regarding the outcomes and impact on teaching practice of participating in
induction programs. The participants were K-12 public school teachers who had completed 1 to
3 years of academic teaching and at least one half year of teacher induction experience in select
Minnesota public school districts.
The study findings indicated that Minnesota public school districts that participated in the
study implement collaboration, mentoring and principal support components of induction
consistent with the practices identified in the literature. The majority of the study respondents
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indicated that they had been provided with the opportunity to collaborate with the colleagues,
were engaged in cooperative planning, participated in professional learning committees,
professional collaboration increased the level of trust and respect among colleagues.
Additionally, they were provided with opportunities to share innovative ideas, experience and
resources, as well as discuss issues and challenges with peers in an informal and formal setting.
Furthermore, their schools encouraged collective participation of groups of teachers from the
same school, subject, or grade to promote coherence and active learning. Lastly, the
collaboration prevented them from feeling isolated.
As for the mentoring component, it was found that formal mentoring was the prevalent
practice compared to the informal “buddy” system. The respondents developed a trusting
relationship with their mentors. Additionally, mentors guided beginning teachers in classroom
management techniques: (through allocating relevant resources, modeling effective classroom
management techniques, co-teaching), they felt supported by mentor/buddy in the classrooms by
co-teaching, modeling, providing instructional resources, common planning time, observing
during the instructional time, providing constructive feedback. The mentors/buddies were from
the same school, grade, and content area and the study participants were provided a release time
to meet with their mentors/buddies.
The largest number of respondents (n = 86, 91.5%) reported that the principals had
understood the strategies and tools that comprised mentor-mentee relationships (e.g., observing
and giving feedback, analyzing student work, accessing school and community resources,
planning lessons, avoiding misunderstandings and aligning support). The other areas of the
principal support that appeared effective for the respondents were: the implementation of teacher
assessment by aligning professional goal setting and assessing beginning teachers’ professional
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growth and effectiveness, to be aware of the components of induction program and articulate
them to staff, parents and school community, and the identification of beginning teachers’
professional development needs through observations, surveys, conversations, and requests. The
respondents also confirmed that their principals had inspired them to improve instructional
practice. Based on the reported perceptions of the respondents, the principals had been aware of
the challenges beginning teachers faced in daily operations at school and the provision of
necessary resources, recognition, and rewards the least.
The respondents were more highly agreeable or highly favorable towards the perceptions,
that the principals at their schools:
1. Influenced the system by advocating for teachers’ rights and making sustainable work
conditions.
2. Implemented teacher assessment.
3. Were aware of the strategies and tools that comprise mentor and beginning teacher
relationships.
4. Were aware of the components of induction programs and articulated them to staff,
parents, and school community.
5. Ensured the delivery of learning activities fulfilled professional developmental needs.
6. Identified professional development needs through observations, surveys,
conversations, and requests.
The respondents were less favorable towards the statements that principals:
1. Inspired beginning teachers to improve instructional practice.
2. Provided necessary resources, recognition, and rewards.
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3. Understood the challenges beginning teachers faced in their daily operations at
school.
According to the study results, the respondents were in consensus with their beliefs.
The study analysis also indicated that the majority of the teachers surveyed rated
collaboration, mentoring and principal support practices as effective. The perceived benefits
(increased students’ achievement, raised self-esteem, retention, developed leadership attributes,
positive climate and culture) of the induction program reported in the study, were consistent with
the literature review.
Chapter V also presented the limitations of the study and recommendations to induction
leaders and future researchers.
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Appendix A: Survey Question Matrix
The Components of Teacher Induction Program
Collaboration

The Characteristics
Cooperative planning is the
process of teaming up novices
and veteran teachers to
implement instructional
planning. Collaborating
planning is mutually beneficial,
as on the one hand it provides
veteran teacher’s structured
support to the novices in the
instructional planning, while on
the other hand, the novice
teacher brings modern content
knowledge to the table to share
with the colleague with multiple
years of experience.
“Professional development that
engages teachers in instructional
inquiry over an extended time
through collaborative
professional learning
communities (PLCs) is effective
in improving instruction and
student achievement”
“Professional collaboration
provides the ability to positively
build on teachers’ disparate
experiences and increases the
level of trust and respect among
colleagues”
“Providing beginning teachers,
the opportunity to collaborate
with others helps both to
improve communities of
learning within a school and to
reduce feelings of isolation for
beginning teachers”

Citation

Survey Prompts

Stansbury & Zimmerman, 2002,
p.17

I had an opportunity to engage in
cooperative planning.

McConnell et al., 2013, p. 267

I participated in professional learning
communities.

The American Institute for
Research,2015, p.2

In my perception, professional
collaboration increased the level of
trust and respect among colleagues.

The American Institute for
Research,2015, p.2

Professional collaboration prevented
me from feeling isolated.
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”School staff can assist
beginning teachers into the
profession by providing ongoing support, where challenges
and problems are tackled
through positive and
constructive avenues, such as
regular mentor-mentee
meetings, mentor modeling of
practices, observation of the
beginning teacher’s practices,
and inclusion of a range of staff
who can provide specific
information to guide the
beginning teacher in a timely
fashion” (Hudson, 2013, p.81).
“Teachers who work together
are more likely to have the
opportunity to discuss concepts,
skills, and problems that arise
during their professional
development experiences.
Second, teachers who are from
the same school, department, or
grade are likely to share
common curriculum materials,
course offerings, and assessment
requirements. By engaging in
joint professional development,
they may be able to integrate
what they learn with other
aspects of their instructional
context. Third, teachers who
share the same students can
discuss students' needs across
classes and grade levels. Finally,
by focusing on a group of
teachers from the same school,
professional development may
help sustain changes in practice
over time, as some teachers
leave the school's teaching force
and other new teachers join the
faculty”

Garet et al., 2001 p. 922

I was provided opportunities to
share innovative ideas, experience
and resources, as well as discuss
issues and challenges with peers in
an informal and formal setting.
In my perception, my school
encouraged collective participation of
groups of teachers from the same
school, subject, or grade to promote
coherence and active learning.
What is your perception of the overall
effectiveness of the induction
program in terms of supporting you to
build your collaboration skills (e.g.,
skills for working with colleagues,
such as reciprocal observations and
peer coaching, learning from each
other, etc.)

Mentoring
“Just as all students deserve
caring and competent teachers,
all beginning teachers deserve
caring and competent mentors”
(Feiman-Neiman, 2001,
p.1036). “School districts are
encouraged to develop teacher

Minn. Stat. § 122A.70
Stansbury & Zimmerman, 2000, p.17

I was assigned a formal mentor
I was assigned a “buddy” as an
informal mentor
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mentoring programs for
teachers new to the profession
or district, including teaching
residents, teachers of color,
teachers who are American
Indian, teachers in license
shortage areas, teachers with
special needs, or experienced
teachers in need of peer
coaching.
buddy program is as a lowintensity support to novices, in
which “new teachers are
matched with veteran teachers
whose job it is to "show them
the ropes," such as how to
obtain supplies or send down
the lunch count”
Building a relationship adds
trust and respect for the
mentorship. The mentors’ focus
on building relationships with
new teachers underscores the
need for mentors to be trusted in
order to lead new teachers to
alleviate the frustrations of the
induction year of teaching.
Without this relationship,
teachers will not be willing to
allow observations or engage in
thoughtful discussions of their
work.
“Helping the teachers
understand the importance of
taking charge of the classroom,
setting boundaries, and forming
relationships with students were
regarded as the most important
aspects of building classroom
management techniques”
Mentor should guide the mentee
to allocate relevant resources,
model effective classroom
management techniques for the
mentees and co-teach. While in
the classroom, varied activities
can be implemented to support
beginning teachers. Coteaching, modeling, providing
resources to beginning teachers,
planning lessons together,

I developed a trusting relationship
with my mentor.

Sowell, 2017, p.132

My mentor guided me in classroom
management techniques: (through
allocating relevant resources,
modeling effective classroom
management techniques, coteaching).

Sowell, 2017

I felt supported by my mentor/buddy
in my classroom by: co-teaching,
modeling, providing instructional
resources, common planning time,
observing during my instructional
time providing constructive
feedback.
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observing new teachers during
instructional time and giving
critical feedback were also
identified as helpful ways to
support beginning teachers.
A study in Oregon outlined a
crucial importance of the
mentor and mentee to share the
same school, subject, specialty
area, or grade level. Other key
findings from the study were the
allocation of an adequate time
to observe the beginning teacher
and conduct team meetings by
the mentor A study in Oregon
outlined a crucial importance of
the mentor and mentee to share
the same school, subject,
specialty area, or grade level.
Other key findings from the
study were the allocation of an
adequate time to observe the
beginning teacher and conduct
team meetings by the mentor

Kilburg & Hancock, 2006

My mentor/buddy was from the same
school, grade, and content area.
I was provided a release time to meet
with my mentor/buddy

Principal Support
The roles of principals in the
induction program are:
To inspire teachers to improve
their instructional practices
To identify teachers’
professional development needs
through observations, surveys,
conversations and requests.
To facilitate the delivery of
learning activities that will
fulfill teachers’ development
needs.
To provide teachers with
necessary resources,
recognition, and rewards.
To establish an environment
that supports collegiality and
collaboration
The successful principals:
Are aware of the challenges
beginning teachers face.
Know the strategies and tools
that comprise mentor and
beginning teacher work

Brock & L. Grady, 2006, pp.120121

New Teacher Center, 2015, p.1

My principal inspired me to improve
my instructional practice
My principal identified my
professional development needs
through observations, surveys,
conversations, and requests
There was a consistent facilitation
process from the principal in place to
ensure the delivery of learning
activities fulfilled my professional
developmental needs
My principal provided me necessary
resources, recognition and rewards
In my perception, my principal
established an environment that
supported collegiality and
collaboration.
In my perception, my principal
understood the challenges I faced in
my daily operations at school.
In my perception, my principal was
aware of the strategies and tools that
comprise mentor and beginning
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(observing and giving feedback,
analyzing student work,
accessing school and
community resources, planning
lessons).
Understand the components of
an effective induction program
and integrate it into the overall
school goals and professional
development plans.
Implement teacher assessment
by aligning professional goal
setting and assessing beginning
teachers’ professional growth
and effectiveness.
Influence the system by
advocating for teachers’ rights
and making sustainable work
conditions

teacher relationship ( e.g observing
and giving feedback, analyzing
student work, accessing school and
community resources, planning
lessons, avoids misunderstandings
and aligns support)
I feel as if my principal is aware of
the components of induction program
and articulates them to staff, parents
and school community
In my perception, my principal
implements teacher assessment by
aligning professional goal setting and
assessing beginning teachers’
professional growth and effectiveness
In my perception my principal
influences the system by advocating
for teachers’ rights and making
sustainable work conditions

The Outcomes of Teacher Induction Program

The Outcomes
A 2004 study examining
beginning teachers’
perceptions regarding the
impact of induction activities
on their decisions to stay in
the professions, highlighted a
positive impact of the
following induction
components on beginning
teacher retention: mentoring,
collaboration and planning
time with other teachers,
seminars and administration
support.
Another study observed a 26
percent reduction in the
teacher attrition rate in
California within just two
years due to strong
administrative leadership.

Citation

Smith & Ingersoll, 2004, p. 35.
Brill & McCartney, 2008, pp. 750774.

Survey Prompts

Because I have been engaged in
Teacher Induction Program
activities, I feel confident to stay in
the profession long-term.
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The other characteristics
influencing teacher attrition
rates that were named were
faculty development, strong
mentoring supervision and
preparation programs
“If well-trained, competent,
caring teachers were present
in every classroom, we
would witness a staggering
increase in student
achievement, motivation and
character improvement,
along with a marked decrease
in discipline problems”
“Differences in teacher
quality account for more than
90 percent of the variation in
student achievement”
“What teachers know and
can do is the most important
influence on what students
learn”
The acquisition of teacher
knowledge, skills and the
sense of feeling competent to
do the job well, raises a sense
of self-efficacy.
Teachers with an induction
program experience rate their
overall efficacy in the
classroom higher than their
counterparts without the
opportunity to be involved in
the induction program.
The beginning teachers’ level
of self-efficacy is higher
when they have a stronger
sense of the induction
program and it is also
constant throughout the
academic year.
“School culture is unwritten,
making it difficult for
newcomers to learn. The
school culture and the
teacher may not be a good
match”

Barbara L. Brock, Marilyn L.Grady,
2005, p.6.
Wong, 2004, p. 1.
Goldrick, 2009, p. 1.

Krasnof, 2014, p.24.
Unruh & Holt, 2010 pp. 3-14.
Henry, 2016, p.85.

Barbara L. Brock, Marilyn L.Grady,
2006, p.36.

Feiman-Nemser, 2003, p.3

When I developed my expertise in
teaching, my students’ achievement
has been raised.

In my perception, the Teacher
Induction program raised my selfefficacy as a professional.

The Teacher Induction Program in
my perception could make a positive
impact on school culture and
climate.
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Implementing induction
program at school is
beneficial as it is the process
of “helping new teachers fit
into existing system”
The role of the induction
program in supporting
novices to adapt to school
culture is vital, as induction
is “a process that teaches the
social and cultural practices
that center on learning, what
it means to be a learner, and
what it means to help others
learn “
“Everyone has the right,
responsibility and capability
to be a leader”
Induction programs not only
enhance teachers’
professional development,
but also foster new teacher
leadership
Induction program is an
opportunity to launch the
community of strong teachers
later transformed as leaders
in their schools, districts, and
the broader educational
community
The most novice teachers
either believe that they have
potential to become teacher
leaders at their third year of
teaching, or already
perceived their roles as
teacher leaders and they are
nurtured for this role by:
●
learning from other
teachers,
●
being supported by
other teachers,
●
believing that their
principals regard all
teachers as leaders,
●
agreeing that their
school culture
encourages leadership
for all teachers,

Barbara L. Brock, Marilyn L. Grady,
2006, p.32.

Lambert, 2003, p. 38.
New Teacher Center, 2014, p.1.
Stanulis et al, 2007, p.137.
Bergren-Mann, 2016.

Because I have been engaged in a
Teacher Induction Program, in my
perception I developed my leadership
attributes (for example: developing
teaching expertise, sharing teaching
practices, reflecting on teaching and
learning, observing other teachers,
having mentorship conversations
etc)
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●

●

●

perceiving that their
principals support them
as leaders,
being provided with
time to build teacher
leadership skills,
being provided with
opportunities to build
collaboration skills.

The Quality of the Implementation of Collaboration, Mentoring
and Principal Support
Survey Prompts
What is your perception of the overall effectiveness of the induction program in terms of supporting you to build
your collaboration skills (e.g., skills for working with colleagues, such as reciprocal observations and peer
coaching, learning from each other, etc.).

In your perception, please rate the overall effectiveness of the mentor/ buddy assigned to you (e.g., he/she was
encouraging, had common planning time, gave constructive feedback, spent time with me etc).

In your perception, please rate the overall effectiveness of principal support as part of your induction program
experience.
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Appendix B: Study Survey via Survey Monkey
Informed Consent
Thank you for agreeing to participate in the study regarding the teacher induction program. The
completion of the survey will take approximately 10 minutes.
Procedures
You are invited to complete a short survey to share your perception and experience
regarding the implementation and effectiveness of Teacher Induction Program.
Research Use and Results
The data will be used to analyze the extent the induction program is being implemented
in Minnesota school districts and its consistency to the best practices shared in the scholarly
literature.
Benefits
The findings derived from the results of this study may give an opportunity to the
induction leaders to identify the gaps in the program implementation, re-examine the critical
areas that need the improvement and discover the components to emphasize during the
implementation of the program.
Contact Information
Upon completion of the study, the dissertation will be uploaded on Saint Cloud State
University Repository. You can also request an electronic version via email. Please feel free to
contact the researcher, Shorena Dolaberidze, if you have questions related to the study at
dosh1201@go.stcloudstate.edu or the advisor, Dr. James Johnson, at
jrjohnson1@stcloudstate.edu
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Confidentiality
Your response will remain confidential. No identifying personal information, such as
name, birth date, social security, will be requested during the study. Specific school district
names will not be identified in the study as well. The demographic characteristics is obtained
through the survey for the researcher to determine the variation that may exist in teacher
induction implementation. All the data will be kept in the computer with a secured password.
Risk
No serious risk or harmful effects are anticipated during the implementation of the study.
Voluntary Participation/Withdrawal
Your participation in the study is voluntary. You are free to decide to participate or not, as well
as withdraw your participation at any point of the study without penalty. Your withdrawal will
remain confidential, will not be used in the dissertation and will not affect the study or your
relationship to Saint Cloud State University, MN, The USA.
Acceptance to Participate in the Study
With the completion of this survey, you are giving consent to participate in the study.
Demographic Information:
1. Please select the response that best describes your total number of full academic years of
teaching.
a. Less than one full year
b. 1-2 full years
c. 2-3 full years
d. Over 3 years
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2. Please select the number of years you participated in a Teacher Induction Program
a. I have not participated
b. Less than one full year
c. 1-2 full years
d. Over 2 full years
For the purpose of this survey, the following is a helpful definition of induction:
"Induction is a process-a comprehensive, coherent, and sustained professional development processthat is organized by a school district to train, support, and retain new teachers and seamlessly
progress them into a lifelong learning program" (Wong, 2004, p. 42).
An induction program may also be identified as a mentorship program, or new teacher support
program.

For questions 3-9, use the following definition of collaboration–“People throughout the school
having conversations with each other, learning from each other, and making minute-by-minute,
day-by-day instruction decisions based on the collective knowledge of the group” (Graham &
Ferriter, 2010, p. 7). Cooperative planning, learning communities are part of the collaboration.
3. I had an opportunity to engage in cooperative planning
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
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4. I participated in professional learning communities
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
e. Strongly disagree
5. In my perception, professional collaboration increased the level of trust and respect
among colleagues.
a. Strongly agree
b. agree
c. Disagree
d. Strongly disagree
6. I was provided opportunities to share innovative ideas, experience and resources, as well
as discuss issues and challenges with peers in an informal and formal setting
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
7. Professional collaboration prevented me from feeling isolated.
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
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8. In my perception, my school encouraged collective participation of groups of teachers
from the same school, subject, or grade to promote coherence and active learning.
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
9. What is your perception of the overall effectiveness of the induction program in terms of
supporting you to build your collaboration skills (e.g., skills for working with colleagues,
such as reciprocal observations and peer coaching, learning from each other, etc.)
a. Very Effective
b. Effective
c. Somewhat Effective
d. Ineffective
For questions 10-17, use the following definitions of mentoring - individual coaching sessions,
(where) mentors help new teachers set professional goals, plan lessons, analyze student work,
and reflect on progress. (Moir, 2009, p.16).
Mentor–“educational leaders and agents of change who help increase the impact of
professional development on student learning through peer coaching, collaboration, and
reflection on practice. With well-prepared mentors, initial educators have the support they need
to become self-directed learners who are able to reflect on their practice and exhibit higher levels
of educational competence and confidence” (Teacher Support Partnership, 2015, p. 32).
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10. I was assigned a formal mentor
a. Yes
b. No
11. I was assigned a “buddy” as an informal mentor
a. Yes
b. No
12. I developed a trusting relationship with my mentor
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
13. My mentor guided me in classroom management techniques: (through allocating relevant
resources, modeling effective classroom management techniques, co-teaching)
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
14. I felt supported by my mentor/buddy in my classroom by ( you can choose more than one
option):
a. Co-teaching
b. Modeling
c.

Providing instructional resources

d. Common planning time
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e. Observing during my instructional time
f. Providing constructive feedback
g. All of the above
h. None of the above
15. My mentor/buddy was from the same school, grade, and content area
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
16. I was provided a release time to meet with my mentor/buddy
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
17. In your perception, please rate the overall effectiveness of the mentor/ buddy assigned to
you (e.g., he/she was encouraging, had common planning time, gave constructive
feedback, spent time with me, etc.)
a.

Very effective

b.

Effective

c.

Somewhat effective

d.

Ineffective
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For questions 18- 28 consider principal support as part of your induction program.
18. My principal inspired me to improve my instructional practice
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
19. My principal identified my professional development needs through observations,
surveys, conversations, and requests
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
20. There was a consistent facilitation process from the principal in place to ensure the
delivery of learning activities fulfilled my professional developmental needs
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
21. My principal provided me necessary resources, recognition and rewards
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
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22. In my perception, my principal established an environment that supported collegiality and
collaboration.
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
23. In my perception, my principal understood the challenges I faced in my daily operations
at school.
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
24. In my perception, my principal was aware of the strategies and tools that comprise
mentor and beginning teacher relationship (e.g., observing and giving feedback,
analyzing student work, accessing school and community resources, planning lessons,
avoids misunderstandings and aligns support)
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
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25. I feel as if my principal is aware of the components of induction program and articulates
them to staff, parents and school community
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
26. In my perception, my principal implements teacher assessment by aligning professional
goal setting and assessing beginning teachers’ professional growth and effectiveness
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
27. In my perception my principal influences the system by advocating for teachers’ rights
and making sustainable work conditions
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
28. In your perception, please rate the overall effectiveness of principal support as part of
your induction program experience
a. Very effective
b. Effective
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c. Somewhat effective
d. Ineffective
There are various benefits of engaging new teachers in Teacher Induction Program. Please select
the responses that best describes your perception of benefits of teacher induction program for
you and your school district.
29. Because I have been engaged in Teacher Induction Program activities, I feel confident to
stay in the profession long-term
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
30. When I developed my expertise in teaching, my students’ achievement has been raised
a. Strongly agree
b. Agree
c. Disagree
d. Strongly disagree
31.In my perception, the Teacher Induction program raised my self- efficacy as a professional
a. Strongly agree
b. Agree,
c. Disagree,
d. Strongly disagree
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32. The Teacher Induction Program in my perception could make a positive impact on school
culture and climate
a. Strongly agree
b. Agree
c.Disagree
d.Strongly disagree
33. Because I have been engaged in a Teacher Induction Program, in my perception I
developed my leadership attributes (for example: developing teaching expertise, sharing
teaching practices, reflecting on teaching and learning, observing other teachers, having
mentorship conversations etc)
a. Strongly agree
b. Agree
c.Disagree
d.Strongly disagree
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Appendix C: District Request to Conduct Research

Dear Superintendent

My name is Shorena Dolaberidze. For the fulfillment of the requirements for the Degree
of Doctor of Education in Educational Administration and Leadership at Saint Cloud State
University, I am conducting a research project to identify teachers’ perceptions and beliefs
regarding their engagement in Teacher Induction Program. The research will examine the quality
of the implementation of teacher induction programs based on three characteristics of effective
teacher induction programs as identified by Harry K. Wong (2004) and the benefits of
engaging in an induction program. For the purpose of the study, I am seeking to survey K-12
public school teachers who have completed one to three years of teaching and have at least one
full year of teacher induction experience in select Minnesota public schools. The study may
provide guidance to school district leadership team to better support beginning teachers through
the implementation of quality induction programs.
The purpose of this email is to request the participation of your district in the study. If
you agree to participate, please email your consent to dosh1201@go.stcloudstate.edu. I will then
forward you the survey document to forward to your beginning teachers. The survey is
confidential, but you may request a copy of the results in your consent email.
Thank you for considering this request.
Sincerely,
Shorena Dolaberidze
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Appendix D: Follow-up Survey Solicitation

Dear Superintendent
Thank you once again for supporting my research in --------- Public School District. I appreciate
you forwarding the message below to the beginning teachers (teaching less than three complete
school years in your district).
This is the link to the survey https://www.surveymonkey.com/r/7KW6BFX
Below, I am including a message of support (optional) to address the prospective participants. You
can choose to add this to your forwarded mail, as it may help with their participation.
It will be very beneficial for the study to know the number of the beginning teachers who will get
this survey, as I will need to calculate the response rate and include in my dissertation.
Shorena Dolaberidze
--------------------------------------------------------

Greetings teachers,
This is Shorena Dolaberidze. I am conducting a research project to satisfy the
requirements of a doctoral degree in Educational Administration and Leadership at St. Cloud
State University. I invite you to participate in a research study on the beginning teachers’
perceptions regarding the implementation and effectiveness of Teacher Induction Program
(support for new teachers) in public school districts in Minnesota.
You were chosen as a prospective participant because you are new to the district ( less
than a total of three complete school years) and you have participated ( are participating) in the
induction (or a support program for new teachers).
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I greatly appreciate your participation and your perspective is very important to me! The
survey should take approximately 10 minutes to complete. Your responses are confidential, and
you won’t be requested to include any identifying information in the survey. To begin the survey
please click to the following link: https://www.surveymonkey.com/r/7KW6BFX
Sincerely,
Shorena Dolaberidze
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Appendix E: Conceptual Framework
The conceptual framework of the study has been developed and designed to illustrate two
elements of teacher induction programs: the components and the outcomes.
The first element of the conceptual framework of the study was built on the work of
Harris Wong (2004) “Induction Programs That Keep New Teachers Teaching and Improving”.
In the article the researcher proposed a list of the components that constitute an effective
complex induction program. The core components are:
●

Orientation–Begin with an initial 4 or 5 days of induction orientation before school
starts.

●

Professional Development–Offer a continuum of professional development through
systematic training over a period of 2 or 3 years.

●

Collaboration–Provide study groups in which new teachers can network and build
support, commitment, and leadership in a learning community.

●

Administrative support–Incorporate a strong sense of administrative support at the
school and district level.

●

Mentoring -Integrate a mentoring component into the induction process.

●

Modeling–Present a structure for modeling effective teaching during in-services and
mentoring.

●

Observations–Provide opportunities for inductees to visit demonstration classrooms.
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Out of the seven components, suggested by Wong (2004) three characteristics of teacher
induction program have been chosen for the purpose of the study. The selected induction
program components are collaboration, mentoring and principal support.
Scholarly sources articulated multiple benefits of participating in teacher induction
programs. Some of the frequently stated outcomes were:
• Increased student achievement–“If well-trained, competent, caring teachers were
present in every classroom, we would witness a staggering increase in student achievement,
motivation and character improvement, along with a marked decrease in discipline problems”
(Brock & Grady, 2005, p. 6).
• Teacher Retention–While the teachers in the United States leave the profession at an
alarming rate studies illustrate that teacher induction programs can fill the gap and support
teacher retention.
• Higher Self-Efficacy–Unruh and Holt (2010), teachers with an induction program
experience rate their overall efficacy in the classroom higher than their counterparts without the
opportunity to be involved in the induction program (Unruh & Holt, 2010, pp. 3-14).
• School Climate- School Climate–Scholars suggested that implementing teacher
induction program at school supports novices to enculturate into a new school setting (American
Institute of Research, 2015; Feiman-Nemser, 2003).
• Teacher Leadership–The most novice teachers who participated in the induction
program either believe that they have potential to become teacher leaders at their third year of
teaching, or already perceived their roles as teacher leaders (Bergren-Mann, 2016).
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Appendix F: IRB Protocol Determination
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